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goal of learning I nglish. the l:nglish majors in Yemen face numerous 
difllcultieb. The} aie in terms of using and learning target language. 
These diftHculties aie sorted out and discussed to clarify the setting of the 
study and the cnvironmcnl which surrounds learning English in Yemen. 
The stud} is in two phases. The first phase probes the learning strategies 
while the second phase deals with the communication strategies. It 
defines two independent variables that might affect the use of learning 
strategics: academic level and the type of the teaching program (Arts and 
Education) and two mdependenl variables that might affect the use of 
communication strategies: the academic level and the type of the task 
(spontaneous/interactive and non-spontaneous and non-interactive). For 
collecting data, various procedures have been adopted to carry out the 
study. Two instruments are mainly used. The questionnaire of Oxford's 
(SILT) is used to identify the learning strategies and an Oral Task for 
identifying the communication strategies. The participants in the 
investigation of learning strategies were 300 students while in the 
investigation of communication strategies there were 80 students. The 
population of the study was 1500 students studying English in the two 
faculties of Taiz University: faculty of Education and faculty of Arts. 
Three questions were posed to fulfill the main goals of this study. The 
first question was " how do English majors of Taiz University deploy 
their strategic competence when they want to achieve their 
communicative goals, in term of using communication strategies?" The 
second was " how do English majors manage their strategic competence 
when they learn new items in English, in terms of using learning 
strategies?" The third question was " how can learning and 
communication strategy training help the English majors at Taiz 
University to develop their strategic competence?" 
For answering the first main question of this study, two statistical 
questions were formulated: 
Are there any significant differences betM'een the students of faculty of 
Education and faculty Arts in terms of using learning strategies in 
general and the use of the various types of learning strategies? 
Are there any significant differences among the four academic levels of 
study in terms of the learning strategies in general and the use of the 
various types thereof? 
Also, to answer the second main question two statistical question were 
formulated: 
Are there any significant differences between NS/NI group and the S/I 
group in terms of the use of the various types of communication 
strategies? 
Are there any significant differences among the four academic levels of 
study in terms of the use of the various types of communication 
strategies? 
The third question tackled the teaching of communication strategies and 
learning strategies. Two question were formulated: 
Is teaching strategic competence necessary and useful for English 
language learners? 
What are the difficuhies of the Yemeni English language learners in 
lerms of learning and using English language and how can strategy 
training overcome such difficulties'^ 
Quantitative methods of analysis were employed to answer the first two 
questions. Descriptive statistics such means and standard deviations were 
calculated. Then t-tests and ANOVA were use to examine existence of 
the significant differences in the mean use of the learning strategies, 
communication and their various types. Scheffe and Tukey Y\SD post hoc 
tests were used for executing the multiple comparisons. The SPSS 
(Version: 10) statistical program was used here for the tabulation and the 
analysis. The third question was tackled qualitatively without availing of 
any numerical data since the researcher could not find any information 
available at the time of performing the fieldwork. So, he relied mainly on 
the results of this study besides his experience of teaching in the 
department for a period of four years. 
The study has revealed the following results: 
The English majors of Taiz University scored a medium level of language 
learning strategies. 
The differences in the two English teaching programs of the two faculties 
(Arts and Education) had no effect, neither on the general use of learning 
strategies nor on the types of learning strategies. 
Regarding the use of the general learning strategies, level two used 
significantly more learning strategies. This result indicated that the effect 
of the academic level can be interpreted not by the higher the more nor 
the lower the less but by the newer the learning experiences the more the 
use of learning strategics. 
Meta-cognitive strategies were the most used among the six types of 
strategies by the English major students of Taiz University while 
affective strategies were the least used. 
Memory, cognitive, meta-cognitive, affective and social strategies were 
used by level two significantly more than all the other levels. 
Compensation strategics were used more by level four but non-
significantly except with level one. 
The English major students of Taiz University used so many 
communication strategies that indicated the deficiency in their 
interlanguage that needed to be consolidated by more oral practice. 
Message abandonment was the most strategy used by the English Majors 
of Taiz University. 
The type of the task (Non-spontaneous/ non-interactive and Spontaneous/ 
interactive task) had no effect on the use of message abandonment but 
had an effect on the use of message replacement strategies in favor of the 
latter. This highlighted the effect of the planning time to reduce the use of 
meaning replacement strategies but not the message abandonment 
strategies. 
The type of task had no effect on the use of generalization and paraphrase 
but had an effect on the use of restructuring strategies. Spontaneous/ 
interactive ctvTap used significantly more restructuring strategies than 
no-spontaneous/ non-interactive • '(^i^cup. This means that planning fime 
had an effect on reducing the use of restructuring strategies. However, the 
type of task had an effect on the use of literal translation strategies. 
Planning time was found to help in reducing the use of this strategy. 
Academic level had no effect on the use of message abandonment, 
message replacement, generalization, restructuring and literal translation 
strategies but it had an effect on the use of paraphrase in favor of level 
two which significantly used paraphrase strategies more than level one 
and level three but non-significantly than level four. 
The third question touched the need for teaching learning and 
communication strategy. Three problems have been echoed in this study 
in concern of teaching English to the English Majors in Yemen: 
educational (the illiteracy rate among the society is a serious cause of 
concern), cultural (communicating in English publicly is not acceptable 
by most of the Yemeni people) and economical (a huge number of 
students join the English departments every year despite of the shortage 
in the necessary expenditure and the teaching staff). These three factors 
rot the normal environment of learning and using English as a foreign 
language and negatively affect the development of the learners' 
communicative competence. 
The other important reason behind the necessity of strategy training was 
based on the results of this study. As a matter of fact, speaking orally 
perquisite a reasonable amount of vocabulary and rules. The subjects of 
this study fulfilled this requirement but failed to activate their 
interlanguage to be used in performing the story-retelling task; they 
resorted to reduction strategies more but to achievement strategies less. 
On the other hand, those who used learning strategies significantly more 
(active learners) tended to use less reduction strategies and more 
achievement strategies, regardless of the significance. This made the call 
for a treatment that was suggested to be achieved by activating autonomy 
in learning and using language within the English majors. 
Thus, this study suggests that encouraging learning and communication 
strategy use might help in softening the consequences of these problems. 
It seems to be the best way to encourage language-learning autonomy that 
cannot be achieved with out an activation of the strategic competence of 
the learners through training. 'How and when to teach' strategies were 
also discussed and it was suggested that teaching the strategies were best 
to be taught at the time of learning or communication rather than to be 
taught separately. How best teach' was referred to the teacher's 
background of the learners' repertoire of the strategies and their 
characteristics. The teacher is the only one who can take the decision 
about choosing and applying appropriate teaching strategies. 
On the basis of the results of this study, the following recommendations 
can be made: 
The program should enhance the learning material of level three and four 
by providing them with new linguistic experiences that include new and 
refreshing items in which the learning process becomes challenging and 
interesting. 
The program shPuld focus upon the use of meta-cognitive strategies by 
creating more opportunities and learning activities that are almost absent 
in the plan of the teaching program. 
The program should assign a time and identify the necessary material in 
order to exploit the tendency of the learners to use meta-cognitive 
strategies by m<aking the necessary learning material accessible and 
assigning a proper time for that. 
The training should include a treatment of the use of reduction strategies 
with a stress on using learning strategies. Thus, we can summarize that 
training should focus on three points: 
Inviting the attention of the learners and motivating them to adopt the 
various types of learning strategies that can help them to overcome the 
difficulties of learning the target language 
Encouraging the learners to use the language by paying their attention to 
the benefit of communication strategies to overcome problems of 
spontaneous and non-spontaneous communication, instead of concealing 
their weaknesses. 
Urging upon the learners to pay their attention to the importance of using 
learning strategies directly after the use of communication strategies. 
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CHAPTER ONE 
Theoretical Background 
Introduction 
Strategic competence is one of the most discussed notions in language 
acquisition. It has raised many questions and generated various 
interpretations. The most promising ones are in respect of its role in 
facilitating the processes of acquisition and learning. A number of studies 
have targeted the strategic behaviour of foreign language learner and 
yielded various conclusions accompanied by various methodologies and 
theoretical perspectives. So far, no consensus has emerged on all these 
issues: its nature, definition, typology and taxonomy, exercise a deep 
impact on other competencies and training. However, "studying some 
aspects of second language learners' strategic competence, we must never 
forget that we investigate one small part of an extremely complex and to 
a large extent mysterious phenomenon.'" 
This chapter is going to state and explain briefly the theoretical basis of 
this study that will be chosen after reviewing the available literature. It 
will include the definitions of the common terms and the main issues 
related to the concept of strategic competence. Also, it will present some 
of the difficulties encountered by Yemeni English language learners in 
establishing the environment that helps them in learning and using 
' David Little, "Strategies in Language Learning and Teaching: Some Introductory 
Reflections", CILT Research Forum- Centre for Information on Language Teaching 
and Research, (1997). 
< http://vvvvw.cilt.org.uk/research/resforl/little.htm >. 
English as a foreign language. In terms of solving such difficulties, this 
researcher expects that through developing strategic competence the 
Yemeni learners can overcome the different types of problems that hinder 
them from creating a simulation to the natural environment of learning 
foreign languages. The expectations of this researcher about the role of 
strategic competence in resolving problems of English language learning 
will depend mainly on the results of this study and of the previous studies 
that dealt with the impact of strategic competence on language acquisition 
and learning. This will lead to the statement of the problem of this study, 
and then, to the significance of describing how the English Majors in 
Yemen manage their way to resolve problems in terms of learning and 
communicating through the medium of English. 
Defining strategic competence 
Since the beginning, most of the definitions of strategic competence have 
been restricted to compensatory behaviour that the learners resort to 
overcome their limited linguistic resources in the target language. 
Afterward, other definitions that are based on the psychological 
orientation of language production model seem to be prominent and to 
some extent acceptable but they too remained entangled in the same trap 
of compensatory behaviour. Recently, a different perspective has 
emerged that is introduced by Bachman (1990', 1996)-', which projects a 
wider view of strategic competence. In Canale and Swain's definition 
' Lyle F. Bachman, Fundamental Considerations in Language Testing, (Oxford: 
Oxford University Press, 1990). 
^ Lyle F. Bachman and Adrian Pahner, Language Testing in Practice, (Oxford: 
Oxford University Press, 1996). 
(1980)\ the major role of strategic competence is "to compensate for 
breakdowns in communication due to performance variables or 
insufficient competence". This is not different from that of a previous 
definition by Tarone (1977', cited in Faerch and Kasper, 1985)'^  " 
conscious communication strategies are used by an individual to 
overcome a crisis which occurs when language structures are inadequate 
to convey the individual's thoughf. In a later definition, Tarone (1980)^ 
focuses on meaning negotiation between two interlocutors, while that of 
Canale is extendable to all aspects of language use. 
From the point of view of Little (1997) 
"two problems arise from Canale's and Swan's (1980) and Tarone's, 
(]980)''^  definitions: (1) there are many communicative situations in 
wliich strategic processes play an "offensive" rather than a "defensive" 
role; (2) a definition of strategic competence that concentrates 
exclusively on language use may encourage the assumption that there 
is a psychological disjunction at the strategic level between language 
use and language learning". 
According to Bachman's (1990''*; cited in Brown, 1987)"former 
definition, "strategic competence is a set of general abilities that utilize all 
Michael Canale and Merrill Swain, "Theoretical Bases of Communication 
Approaches to Second Language Teaching and Testing", Applied Linguistics, Vol.: 
]/] pp.l-47(]980)30. 
" Elaine Tarone, "Conscious Communication Strategies in Interlanguage", in H.D. 
Brown, A. Yorio and R.C. Crymes (eds.). On TESOL '77: Teaching and Learning 
ESL (Washington, DC: TESOL, 1977) 194. 
' Claus Faerch & Gabriele Kasper, "Two Ways of Defining Communication 
Strategies", Language Learning, Vol.: 34/1 pp. 45-63 (1985) 52. 
Elaine Tarone, "Communication Strategies, Foreign Talk and Repair in 
Interlanguage", Language Learning, Vol.: 30/1 pp.417-43] (]980)4]9. 
1^  Canale's and Swan (1980) 30. 
Tarone, p. 419. 
Bachman, p. 100. 
H Douglas Brown, Principles of Language Learning and Teaching, 2'"* ed , 
(Englewood cliffs. New Jersey: Prentice-Hall, Inc., 1987) 200, 
of the elements of language competence". In a later definition, Bachman 
and Palmer (1996) conceive of strategic competence as; 
"We conceive of strategic competence as a set of metacognitive 
components, or strategies, which can be thought of as a higher order 
executive processes that provide a cognitive management function in 
language use, as well as in other cognitive activities. Using language 
involves the language user's topical knowledge and affective 
schemata, as well as all the areas of language knowledge discussed 
above. What makes language use possible is the integration of all of 
these components as language users create and interpret discourse in 
situationally appropriate ways." 
They identify three general areas in which metacognitive components 
operate: "goal setting, assessment, and planning". "Those other cognitive 
activities include language learning in all its ramifications" (Little, 1997). 
Therefore, they extend the concept of strategic competence to "include all 
kinds of human activity that underlie human behaviour and operates 
sometimes below as well as above the threshold of conscious awareness", 
(Little 1997). 
Bialystok (1990) agrees with the view of Bachman and Palmer; 
"Regarding explanations of how strategies work and procedures for 
training strategies, the most powerfial models and most successful 
programs follow from positing strategies at the highest levels of 
cognition. Assigning them executive status in explanations of 
performance lead to the most fruitfijl results."'^ ^ 
12 Bachman and Palmer (1996), p. 70. 
I T 
Ellen Bialystok, Communication Strategies: A Psycholinguistic Analysis of 
Second Language Use, (Oxford: Basil Blackwell, 1990) 12, 
However, "strategic competence is helpful in various circumstances, 
particularly at the beginning stages of second language learning" (Canale 
& Swain, 1980)''' or when there are limited chances of using language in 
a real communication outside the language classroom. At the early stages 
of language learning, learners aspire for using what they have learnt but 
they always face difficuhies in using their very limited linguistic 
resources to communicate their ideas in the second language. This can be 
viewed in that learning processes are accompanied by some mental 
activities that mainly target enhancing and fostering the ability to acquire 
language (learning strategies). However, having acquired the language as 
a linguistic system is not enough if it is not accompanied by developing 
the ability of applying and using this knowledge in real communicative 
situations (communication strategies) which in turn uncover the 
deficiencies of learning and urge for instant solutions and a subsequent 
treatment. So, some of those who can exploit all what they have learnt in 
communicating their ideas with other people successfully acquire an 
extraordinary strategic competence. In addition, they tend to develop their 
communicative competence since they become more informed about their 
weaknesses. This increases the chance to learn new items. On the 
contrary, there are many others who have an acceptable linguistic ability 
but they fail to express themselves clearly since they do not activate their 
strategic competence that enables them to exploit all the available 
resources (verbal or non verbal) to use the language for the purpose of 
communication either written or spoken. So, this is why strategic 
competence is very important and a crucial factor in shaping and 
developing the learners' communicative competence. 
Canale and Swain, p. 31. 
Therefore, the definition of strategic competence should be deduced from 
the role it plays in the whole system of language use and language 
learning. Realizing that. Brown (1987) asserts that the definition of 
strategic competence should not be restricted to the notion of competence 
strategies: 
Actually, definitions of strategic competence, that are limited to the 
notion of "competence strategies", fall short of encompassing the full 
spectrum of the construct. ' 
Although, Savignon's (1983'^ cited m Brown, 1987") defmition of 
strategic competence was intended to include many things related to 
communication production, it was merely a paraphrase of Canale's 
definition. It entails: 
" the strategies that one uses to compensate for imperfect knowledge of 
rules-or limiting factors in their application such as fatigue, distraction, 
and inattention." through "paraphrase, circumlocution, repetition, 
hesitation, avoidance, and guessing, as well as shifts in register and 
Style. 
Thus, considering strategic competence a component of communicative 
competence is useful since it shows how we access and use our 
grammatical, discourse and sociolinguistic competences in the stream of 
communication. However, the inclusion of strategic competence as a 
component of communicative competence within a wider framework (as 
of Bachman and Palmer, 1996) than that of Canale and Swain (1980) 
' Brown, p. 200. 
'Sandra J Savignon, Communicative Competence: Theory and Classroom 
Practice, (Reading, MA: Addison-Wesley Publishing Company, 1983). 
'^Brown, p. 200. 
1 X 
Savignon, pp. 40-41. 
will raise the question of the relation of learning strategy and other meta-
cognitive strategies to communicative competence. As a matter of fact, 
differentiating metacognitive strategies that work on language learning 
from those that work on language use is not reasonable. In addition, most 
of the researches on learning strategies such as Oxford (1989''^ and 
1990)'", Rubin (1987) '^., and Stern (1992)''have included compensatory 
strategies as one of the components of learning strategies. Thus, this will 
stimulate the proposal of considering strategic competence a multi-fold 
concept: while one fold works with language input (language learning), 
another with language output (language use) and the other folds (which 
represent all other factors which interfere by one way or another) work on 
the construct of input or output. Similar to this idea, Little (1996)'^ 
considers "the relation between language learning and language use bi-
directional: successful language learning depends in part on language use, 
but equally, successful language use depends in part on our capacity to 
update and extend our communicative repertoire by further learning." 
Competence 
Since its emergence, the term competence has acquired various 
implications, and appended revolutionary ideas to the literature of 
language learning and teaching. However, the definition of this term 
19 Rebecca Oxford, "Use of Language Learning Strategies: A Synthesis of Studies 
with Implications for Strategy Training", System, Vol. 17/1 pp. 235-247 (1989). 
'" Rebecca Oxford, Language Learning Strategies: What every Teacher Should 
Know, (Boston: Heinle & Heinle, 1990). 
21 
Joan Rubin, "Learner Strategies: Theoretical Assumptions, Research History and 
Typology", in Wenden and Rubin, Learner Strategies in Language Learning, 
(eds), (New Jersey: Prantice Hall, 1987). 
^ H H Stern, Issues and Options in Language Teaching, (Oxford: Oxford 
University Press, 1992). 
^ David Little, "Strategic Competence and the Learner's Strategic Control of the 
Language Learning Process," Language Teaching, Vol.: 29/2 pp. 94-97 (1996) 94. 
remained problematic since Chomsky used it. Here, we are going to 
present some of the connotations that will serve the purpose of this study. 
Davies (1989^'', cited in North, 1997^') considers competence "as a set of 
scripts or ritual interchanges, plus individual differences in terms of 
proficiency as realized in fluency, style and creativity". This definition 
seems to be more sophisticated in comparison to the Chomskyan one. He 
does not consider it a mere knowledge of language but adds to it other 
personal features that lead to individual differences among people in 
terms of proficiency as realized in the way one behaves, ideas he creates 
and their fluency. Besides, it emphasizes the role one intends as a socio-
cultural variable. In fact, most of the definitions of competence are 
associated with either a Chomskyan definition (linguistic knowledge) or 
that of Hymes' (communicative competence). However, Widdowson 
(1983) prefers capacity to refer to the ethno-methodological aspect of the 
communicative ability as opposed to the ethnographical as used by 
Hymes. He states: 
Hymes' capability is, then, essentially ethnographic. Capacity, in the 
sense 1 intend, is essentially ethnomethodological. That is to say, it is 
the ability to use knowledge of language as a resource for the creation 
of meaning, and is concerned not with assessment but interpretation.^ '' 
Apart from those connotations, competence is always contrasted with 
performance. "It refers to the underlying knowledge one has of a system, 
event, or fact", (Brown, 1987)". Since we seek a measurable definition of 
the term competence, the above connotations will not take us away from 
24 Alan Davies, "Communicative Competence as Language Use", Applied Linguistics 
10/2 pp. 157-170(1989) 160. 
' Brian North, "Perspectives on Language Proficiency and Aspects of Competence", 
Language Teaching, Vol.: 30/2 pp.93-100 (1997) 94. 
Henry. G. Widdowson, Learning Purpose and Language Use, (Oxford: Oxford 
University Press, 1983)25. 
Brown, p. 24. 
the complication that may arise from the difficulty in assessment and 
identification. So, here the term competence will be equated to the ability 
one has in accomplishing a given task. 
Communication strategy and learning strategy 
Up to now, most of those who have dealt with learner strategies have 
differentiated between two related terms, communication strategies and 
learning strategies. For example, Tarone (1980)^ *^  considers 
communication strategies completely different from learning strategies 
and holds that they do not lead to learning. She suggested three definition 
criteria:^ ^ 
• A speaker desires to communicate meaning x to a listener. 
• The speaker believes the linguistic or sociolinguistic structure 
desired to communicate meaning x is unavailable or is not 
shared with the listener. 
• The speaker chooses to either avoid or attempt alternate means 
to communicate meaning x. 
In her ponit of view, learning strategies lack one of these criteria. She 
asserts, "the primary purpose for using a learning strategy is not to 
communicate but to learn.""^ ^^  This researcher will follow Bachman and 
Palmer (1996). Communication strategy and learning strategy will be 
assuined under the all-encompassing term 'strategic competence' for the 
purposes of this study. Communication strategies will be viewed as the 
active use of language by language-learners in learning situations where 
learners have limited chances to use foreign or second language in real 
Elame Tarone, "Communication Strategies, Foreigner Talk and Repair in 
Interlanguage," Language Learning, Vol.: 30/2 pp. 4] 7-43 1(1980). 
'^•^  ibid., p. 423. 
^" ibid., p. 420. 
communications. The expression 'active use of language' refers here to 
the intention of the learners who use their linguistic knowledge in 
communications that are expected to lead to a kind of consolidation 
rather than in communication that they have to convey their real 
proposals. 
Process and strategy 
The aim of this study is not to solve the problem of distinguishing process 
from strategy. However, the distinction of the term 'strategy' from 
'process' raises many methodological problems. So, this researcher will 
trace the studies that target the nature of strategy and how it relates to 
process. This, in fact, will be useful to have a clear view of strategic 
competence and strategies of communication and learning will be 
tangible and easier to spot. 
According to some scholars, strategies are different from processes. For 
example: Selinker (1972)'*^ identifies five central processes behind second 
language learners' errors. Communication strategies and learning 
strategies are two of them. He implicitly considers strategy "a subclass of 
process" and "thereby implying an opposition between strategic processes 
vs. non-strategic processes", (Faerch and Kasper, 1983)^^ 
Blum and Levenston (1978)" distinguish strategy from process by 
applying a temporal criterion. 
•^ ' Larry Selinker, "Interlanguage," IRAL, Vol.: 10/1 pp. 209-231 (1972) 216. 
Claus Faerch and Gabriele Kasper, "Plans and Strategies in Foreign language 
Communication," in Claus Faerch and Gabriele Kasper (eds.), Strategies in 
Interlanguage Communication, (New York: Longman Inc., 1983) 29. 
Shoshana Blum-Kulka and Eddie A. Levenston, "Universals of Lexical 
Simplification," in Claus Faerch and Gabriele Kasper (eds.). Strategies in 
Interlanguage Communication, (New York: Longman Inc , 1983) 125 
Processes are inferable from strategies. Just as strategies are inferable 
from spoken and written interlanguage performance. A single form 
used as a strategy of communication can either disappear from the 
learner's speech or becomes fossilized and part of a stable 
interlanguage. 
Referring to the dictionary meaning, they suggest that "strategy should be 
used when referring to a single usage" while "process presupposes that a 
number of operations have taken place". Based on those definitions, they 
account "strategy refers to the way the learner arrives at certain usage at a 
specific point in time while process i-efers to the systematic series of steps 
by which the learner arrives at the same usage over a period of time"^\ 
This distinction can be useful for differentiating between two types of 
errors namely: fossili/ed errors and deviances that are always associated 
w ilh a communication strategy application. 
I'aerch and Kasper (1983)'^ hold that process contrasts with product (not 
with strategy) and that strategy is a subclass of plan. In their view, 
strategy is a part of the planning and the execution process. Thus, 
strategies work as solutions for the problems in the planning and the 
execution processes of language production. 
faking into account the role of strategies in language acquisition, Seliger 
(I984'''. cited in Bialyslok, 1990)" differentiates between strategies and 
tactics. "Strategics are universal age- and context-independent and when 
engaged must be assumed to lead to long-term acquisition. Tactics on the 
ibid., p. 125. 
" facrch and Kasper. p. 30. 
"11. VV. Seliger. ••Processing Universals in Second Language Acquisition," in F.R. 
Hckman. L, H. Bell, and D. Nelson (eds.), Universals of Second Language 
Acquisidon, (Rowley: Newbury House, 1983) 38. 
I'iialystok, p. 17. 
other hand are used to meet the immediate demands of situations and are 
dependent on a wide variety of factors such as environment, age, 
personality, affective constraints, and first language". 
Brown (1987), however, differentiates among three terms: strategy, 
process, and style. He defines process as "the most general of the three 
concepts".^ *^ The other term is style. It is defined as "the consistent and 
rather enduring tendencies or preferences within an individual. Styles are 
those general characteristics of intellectual functioning and personality 
type that especially pertain to one as an individual, which differentiate 
him from someone else"^^ Strategy, on the other hand, is defined as 
"specific method of approaching a problem or task, modes of operation 
for achieving a particular end, planned designs for controlling and 
manipulating certain information. Strategies are conceptualized that 
might vary from moment to moment or day to day or year to year. 
Strategies vary intra-individually; each of us has a whole host of possible 
ways to solve a particular problem and we choose one or several of those 
in sequence for a given problem"."*" 
In her model of language learning, Bialystok (1978)"" distinguishes 
strategy from process by considering the optionality and the obligatory of 
the event. In Bialystok's (1990) argument of the criterion of optionality 
that distinguishes strategy from process, she exposes two systems where 
strategy is a different entity from process. In the first, she presumes 
"the learner's strategic intervention in the usual processes governing 
language production leads to observably distinct forms of behaviour. 
Brown, p. 78. 
" ibid., p. 79. 
ibid. 
'^ Ellen Bialystok, "A Theoretical Model of Second Language Learning " Language 
Learning, Vol.: 28/1 pp.69-83 (1978) 69. 
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Thus, an examination of the form of speech produced by a learner 
should indicate whether or not that speech is the result of normal 
production processes or has been shaped as well by communication (or 
47 
other) strategies,' 
In the second system: 
"conlrar)' to the first s> stem in \\liicli the le\ el of analysis determined whether the 
same behaviour should be described as the result of a strategy or 
process, in this system, the behaviour itself is different if its initiation 
is attributed to production processes or communication strategies. 
Strategies, that is, should reliably produce forms of language that are 
different from those that one would expect to emanate from the 
autonomous processing system." 
Finally, she fails to get a way to distinguish the speech produced by the 
intervention of strategy from that produced by normal processes. She 
attributes this failure to the fact that speech production cannot be without 
any strategic intervention and norm for isolating is not possible. 
Furthermore, "the presumption that language production under the 
guidance of strategies is somehow less normal than that under usual 
processing conditions is incorrect."'*'' 
Thus, the definition of Blum and Levenston (1983) is a practical 
description to distinguish between errors and communication strategy. In 
addition, Bachman and Cohen (1998)^ define strategies within the field 
of language use as "mental operations or processes that learners 
consciously select and apply when attempting to accomplish language 
^^  Bialystok, p. 19. 
'' ibid. 
'^ ibid., p. 20. 
" Lyle F. Bachman and Andrew D. Cohen "Language Testing-SLA Interfaces: An 
Update," in Lyle F. Bachman and Andrew D. Cohen (eds.). Interfaces between 
Second Language Acquisition and Language Testing Research, (Cambridge: 
Cambridge University Press, 1998) 14. 
tasks". It seems that both definitions will serve the purpose of this study 
because they ignore the difference between 'process' and 'strategy'. 
Strategic and non-strategic 
Answering the question, whether this behaviour is strategic or non-
strategic gets us right back to the question on the difference between 
process and strategy. That also urges us to identify clear features of each 
behaviour in so that it will be easier to identify the strategic type of 
behaviour that can be a subject of this study. Here, this kind of activity 
that the second language learners resort to in order to overcome 
difficulties in communication in second language can be unnoticeable to 
the observer where the learner uses strategies within a normal production 
process. Therefore, it seems very difficult to differentiate between normal 
behaviour and the strategic one. To identify the features of each also adds 
its own burden on the researcher. 
According to Bialystok (1990), there are three characteristics common 
among the varying definitions and approaches to communication 
strategies: problematicity, consciousness and intentionality. She argues: 
"While some communicative situations may be described as more 
problematic than others, it would be impossible to determine a 
boundary between communication which presents some degree of 
challenge and communication which entirely unencumbered by 
, , „46 
problems. 
She adds: 
"Similarly, mental representations which are highly explicit, that is, 
analyzed, are more amenable to conscious inspection than are those 
which are less so. But a categorical boundary between processing 
Bialystok, p. 136. 
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which is conscious and that which is not seems not to exist, and so the 
use of such a boundary as a criterion for describing a phenomenon is 
47 
inevitably ineffectual." 
The third one is the criterion of intentionality on which Bialystok (1990) 
notes: 
"Were strategy selection intentional, we would expect systematic 
choice- certain kinds of learners in certain kinds of situations would be 
more likely to choose certain kind of strategies. The general lack of 
predictability in choice and absence of pure examples of single 
strategies militates against the interpretation that these strategies have 
been selected by learners in some intentional way to solve a perceived 
problem." 
Following Bialystok strategic behaviour being selective, this researcher 
can argue that the strategic behaviour of language learners always 
accompanies new learnt items of the language or items that have not been 
acquired yet or transferred to their linguistic repertoire. Thus, it is 
proposed that the learner himself can decide exactly which of his 
behaviour is strategic or non-strategic, because he is more aware of his 
linguistic repertoire than the observer. As a matter of fact, on some 
occasions the learner cannot differentiate between strategic and non-
strategic but this way has a greater validity than the judgment of the 
researcher or that of the observer alone. Therefore, this study will rely on 
the "interview technique" with the learners to decide which behaviour is 
strategic or non-strategic by examining whether the learner actually 
resorts to a specific communication strategy or he just behaves normally 
(non strategically). This researcher will take into consideration the fact 
that two major difficulties may arise in spotting the communication 
'' ibid. 
'' ibid. 
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strategy. First, when the learner commits mistakes and second, the 
hesitations and pauses that might occur at the time of speaking and in so 
doing, the following criteria will be followed: 
1- If the learner realizes that he makes a slip and he can recall the 
correct form by self-repairing, then this cannot be considered a 
communication strategy. 
2- If he does not realize that he makes a mistake (i.e. he thinks he 
produces the correct form) and does not know the correct form then 
this can be considered a fossilized error. 
3- If he is not sure of the correctness of the word or form and he 
produces the form or the word as a creative use of language then 
this kind can be considered a communication strategy. 
Most of the cases of committing mistakes arise because of ignorance of 
the correct form but there may at other times be certain other factors such 
as lapse of memory and communication strategy. Thus, knowing the type 
of mistake that can be attributed to the application of communication 
strategy will reduce the effect of other irrelevant factors that cause the 
learners' hesitations and pauses at the time of speaking or writing. 
1- The type of hesitation that is followed by a correct form is not a 
communication strategy (taking into account criterion no.l). 
2- But the pause or hesitation that is followed by a deviant is a 
communication strategy if the learner admits the strategic 
intervention, even if it is due to a failure in memory recalling. 
Many researchers relied on a native speaker interlocutor to identify the 
use of strategy. This researcher argues that having the opinion of one 
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interlocutor only even if he is a native speaker without taking into 
consideration the speaker's own judgment may invalidate the judgment 
on the use of communication strategy. This is because the learner 
sometimes has no linguistic problem to overcome but he has a difficulty 
in recalling a word or phrase that, he thinks, suits the meaning of his 
cognitive content, so he pauses but finally he succeeds in uttering the 
right word wished-for. However, sometimes he commits a fossilized error 
that is not associated with any kind of hesitations. This type of error is 
very difficult to be identified without the learner's confession. In these 
two cases the learner resorts to pausing but after that he does not use any 
strategy and in the later case he commits an error but without hesitation. 
In this situation, the pause itself cannot be considered a valid cue to a 
communication strategy if a learner uses it as a kind of 'recalling 
strategy.' 
Teaching strategic competence 
For teaching strategies, "Wenden (1985'*'^ , cited in Brown, 1987'") 
outlines the significance of identifying successful learning strategies in 
students of second languages and she asserts that learner strategies are 
key to learner autonomy." Brown comments "teachers, therefore, can 
benefit from an understanding of what makes learners successful and 
unsuccessful, and establish in the classroom a milieu for the realization of 
successful strategies.""' In a more sophisticated perspective on this 
matter. Little (1996) suggests: 
"to answer the question of the possibiHty of teaching communication 
strategy and learning strategy satisfactorily it is necessary to take 
'^^  Anita L. Wenden, "Learners Strategies," TESOL Newsletter, 19 pp.1-7 (1985). 
'" Brown, p. 94. 
account of two separate but related issues: the teachability of strategies 
and the relation between 'strategy training' and the rest of language 
teaching. The successflal deployment of strategies, like the successftil 
deployment of grammatical rules, depends on the gradual development 
of psychological entities and processes. Pedagogical measures may 
facilitate but cannot replace this development, which depends crucially 
on appropriately reflected practice," ^^ 
This study is going to deal with the various perspectives on this topic and 
suggest the possibilities of strategic competence training and its role in 
the development of learners' communicative ability. Moreover, the 
suggestion of the necessity of training will rely on benefits that we can 
gain to overcome the difficulties of teaching English language to the 
Yemeni learners. 
Approaches to the study of strategic competence 
There are two general approaches to the study of strategic competence, 
the interactional and the psychohnguistic. In the former, communication 
strategies are seen as meaning negotiation in learners' communications 
and attempts to achieve conversational maintenance. This approach has 
been criticized by some scholars such as Bialystok (1990) and Kellerman 
el al. (1987), ' in particular, for the validity of the resultant classifications 
of the types of communication strategies, which focus on the surface 
description of the language. The latter approach looks at communication 
strategies as cognitive processes within the mind of the speaker either to 
-'' ibid. 
" Little, pp. 96-97. 
'•^  Eric Kellerman, Theo Bongaerts, and Nanda Poulisse, "Strategy and System in L2 
Referential Communication, in Rod Ellis (ed). The Social Context of Second 
Language Acquisition, (Englewood Cliffs, NJ; Prentice-Hall, 1987). 
solve a problem, (Faerch and Kasper, 1983), or to compensate for a 
missing vocabulary (Kellerman et al. 1987). Still, another alternation of 
account has resulted in a different classification assumed to describe 
underlying processes of the language production such as that of Bialystok 
(1990). 
Problems of English departments in Arab countries 
The problems that the English departments face in most of the Arab 
countries are mainly in relation to language use and coin muni cation. 
Many researchers (such as Abdul Haq, 1975;^'' Harrison, Prator and 
Tucker, 1975;'' Abbad, 1988'^ and Wahba, 1998; cited in Rababah, 
2003)' clearly state that the Arab learners of English face problems in 
both speaking and writing. Abdul Haq (1982 m Rabab'ah, 2003'') states " 
there are general outcries about the continuous deterioration of the level 
of English proficiency of students among school teachers, university 
instructors and all who are concerned with English language teaching." 
Rabab'ah (2003) has, also, shed the light on the problems of Arab 
learners of English in some other Arab countries such as Yemen, Saudi 
'"* F Abdul Haq, "An Analysis of Syntactic Errors in the Composition of Jordanian 
Secondary Students," Unpublished M.A. Thesis, (Jordan: Yarmouk University, 82). 
• W. Harrison, C. Prator and G, Tucker, English Language Policy Survey of 
Jordan, (Arlington, Va: Center for Applied Linguistics, 1975). 
*^  Aziza Abbad, An Analysis of Communicative Competence Features in English 
Language Texts in Yemen Arab Republic, PhD Dissertation, (University of Illinois 
at Urbana- Champaign, 1988). 
'^ Ghaleb Rabab'ah, Communication Problems Facing Arab Learners of English: A 
Personal Perspective, TEFL Web Journal, Vol.: 2/1 (2003) 15 <http://www.teflweb-
j.org/v2nl/arab_learners.pdf>. 
''^  Rabab'ah, p. 15. 
Arabia, Sudan and Egypt. Unfortunately, the learners who join the 
English Department in those Arab countries must have real challenges 
due to the heavy duty they have to do in the four academic years of 
English language learning. 
Problems of English departments in Yemen 
Teaching foreign languages in a society gets its importance from the role 
they play in the public life at all levels: political, economic, social and 
educational. Accordingly, the governments estimate the importance of a 
specific language and plan to spend on teaching that language according 
to the expected benefits. English is one of those languages that play an 
important role in most of the world's economic and scientific affairs. 
From that consideration, Yemen government teaches English language as 
a main subject in schools and as a requirement in the universities. 
In Yemen, English is the only foreign language that is taught in schools 
and universities beside the native language (Arabic). Teaching English 
starts in public schools from class seven onwards as a compulsory 
subject. This means that during the period of the first seven years in 
school the Yemeni student has to build linguistic skills only in his mother 
tongue, which is the medium of teaching for all courses. Thus, he does 
not feel within this period of time that his language is influenced by any 
foreign or second language other than that of his parents and the society 
around him. 
All Yemenis speak only one language "Arabic" except some who speak 
Somali, Ethiopian, and Hindi but they are few in number and make 
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limited use of their language even within the same group. Thus, in Yemen 
English language as foreign language suffers from two problems. First, 
nobody uses it for communication except for specific purpose and 
confined to specific places. Second, it is taught in schools late. These two 
problems have their negative effect on the efficiency of language teaching 
and on the level of the learners' achievement. 
Regarding the first problem, the negative effect of the limited use comes 
from the limited chances that the leaner has to put the learnt items of the 
foreign language into practice. Furthermore, speaking a language other 
than Arabic in public may lead others to make fun of you if you do not 
belong to one of the non -Yemeni nationals or speak to foreign personnel 
e.g. a tourist. In that case, where speaking is not fully acceptable in 
public, learners do not get enough chances of practising speaking the 
foreign language. 
Another reason behind the first problem is educational. The high rate of 
illiteracy among the people of Yemen adds a bad effect to the process of 
teaching and learning foreign language. The Yemeni English language 
learners do not find their parents' support and encouragement at home so 
they depend mainly on teaching in the classroom. On the contrary those 
whose parents can speak another language can get help in practicing that 
language at home i.e. they will get a chance of learning English from 
another source, to some extent an informal situation. 
The second problem is the late introduction of English in the school 
curriculum. Despite the fact that it is justified in economic terms, it is 
bound to reflect adversely on the economy in future. Educational planners 
think that the government cannot afford the huge expenditure of teaching 
English from the first elementary class that the budget cannot afford to 
spend on the huge number of teaching staff and the required 
infrastructure. Perhaps this is right because the education in Yemeni 
schools is free. 
To a large extent, this situation affects the level of learning English to the 
most, Learners at the seventh class feel that learning English is a great 
burden. Most of them do not cope with this new subject imposed on them 
at this late stage of study, so they struggle but with poor results. Others 
achieve some progress although the second language remams at the level 
of usage not use. Only those of the second category of students are 
nominated to pursue their higher studies in the scientific fields such as 
computer, engineering, and medicine, which are of great importance for 
the development of the economy of the country. 
Statement of the problem of the study 
English is not the medium of instruction even at universities in Yemen, 
except in Medical colleges, and is not widely used in society at large. So 
learning second language after leaving public school is either in private 
institutes, or in English departments at universities. The main 
disadvantage of learning English in private institutes is that it is quite 
expensive and learners cannot afford studying all the courses that are 
usually distributed into four stages at four levels. Thus studying for a 
short period of time does not, by any means, give the learner sufficient 
proficiency to speak and communicate in the foreign language. To a large 
extent, studying in private institutes does not always build tangible 
communicative development, because the learners just focus only on 
linguistic items not using the language for communicative purpose. 
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Then the choice turns towards the English departments in the 
universities. This really puts a heavy burden on English Departments at 
the Yemeni universities, where the learners join the university without a 
certain required level of proficiency in English language except whatever 
English they have learnt in the secondary schools. English departments at 
all Yemeni universities receive those students who have the minimum 
background with a consideration that their poor level will affect the 
efficiency of the offered courses of the program. Despite that the program 
starts with an intensive course targeting the four skills and language 
usage with some preliminary courses in literature in the first two years of 
study. These procedures, in fact, help to a large extent to offer the 
learners with the needful skills for being able to cope with the other 
courses. 
Difficulties emerge at the time the learners need to communicate their 
own ideas in classes other than those which are targeted for language 
skills, especially in literature classes where a lot of questions need to be 
asked by students and many ideas need to be formulated in their own 
foreign language for the purpose of note-taking activities that learners 
rely on for studying. In fact, in literature courses such as novel, drama 
and poetry learners are not encouraged to talk while the teachers are 
lecturing. This is because almost lecture-style of teaching is followed in 
literature classes. If an interactive method is followed, the teacher finds 
the time limit as an impediment for completing his task. Therefore, 
literature courses do not provide sufficient opportunity to the learners to 
participate and, in turn, develop their language skills. 
Remarkably, learners of Taiz University seem to achieve a lot and their 
communicative competence in general is satisfactory, especially the 
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students at the fourth level (Hezam, 2000)''^ Besides that, the English 
language majors of Taiz University try to communicate with their 
teachers, who are not Arabs, and most of communication turns out to be 
successful. This phenomenon is interesting to be studied: how the 
learners develop their communicative skills and express their ideas 
successfully with those who do not speak their language or share the 
same culture. This phenomenon has been attributed to the kind of 
behaviour that enables most foreign language learners to acquire many 
skills that they have not been introduced to in classrooms and maintain 
the course of communication though they have not full control over the 
target language. The kind of ability that facilitates managing and 
monitoring the processes of developing and using the target language is 
called strategic competence. Studying some of its aspects and functions 
definitely will expand our understanding of the second language learning 
and teaching processes in general. 
Objectives of the study: 
This study will focus on describing aspects of the use of English language 
by the English major learners of Taiz University. Mainly, it will describe 
the techniques used by them to communicate their ideas in terms of using 
multi-verbal strategies to achieve their goals. This researcher will also 
focus on the other aspect of the learners' strategic competence: 'the 
learning strategies', describing and investigating the mutual effect of each 
aspect on developing the other and on facilitating the whole educational 
system of teaching second language in non-native environment. 
'^  Taha Hezam, "The Discourse Competence in the Writings of English Major 
Students at Taiz University," Unpublished M.A. Thesis, Yarmouk University, Irbid, 
(2000) 78. 
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This researcher believes there are other variables that have possible 
relations to the use of communication strategies and learning strategies. 
This study will try to reveal some aspects of the effect of the academic 
level, the type of task, and other possible factors. 
Questions of the study 
This researcher will try to answer the following questions: 
/. How do English Majors of Taiz University deploy their strategic 
competence when they want to achieve their communicative 
goals, in terms of using communication strategies? 
2. How do English majors manage their strategic competence when 
they learn new items in English, in terms of using learning 
strategies! 
3. How can teaching the strategies of learning and communication 
help the English major students at Taiz University to develop 
their strategic competence? 
This question will lead us to answer the following secondary questions: 
/- Is teaching strategic competence necessary and useful 
for second language acquisition? 
H- What are the difficulties faced by the Yemeni English 
language learners in terms of learning and practising 
English language and how can strategic competence 
overcome such difficulties? 
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Significance of the study 
This is the first study to target the strategic competence of students of 
Taiz University learning English as a foreign language. As it is 
mentioned above, English language major learners of Taiz do not live in 
the helpful environment to improve their ability of using the language for 
real life situations. This, in fact, will affect their ability to achieve the 
expected results from the courses offered by the English department's 
program. Since, this study has chosen the learner-related factors that tend 
to be the key for solving those problems, it will look for the solutions of 
the problems the learners of English face in using and learning the 
language and the effect of each factor on the other. 
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C H A P T E R T W O 
Empirical Studies on Strategic Competence 
Introduction 
In this chapter, this researcher will review the empirical studies and trace 
the developments accompanying the research on communication strategy 
and learning strategy, the results attained by the various studies that 
covered the various types of strategic behaviours of foreign language 
learners, and the factors that affect quality and quantity. 
I) Empirical Studies on Communication Strategies 
Types of strategies 
The first systematic study' on communication strategy was undertaken by 
Varadi (1983).'' He presented a detailed analysis of the strategic 
behaviour of the foreign language learner that was called "message 
adjustment. In that empirical study of communication strategy, Varadi 
tried to establish a model of inter-language production, which in 
' Tamas Varadi, first, presented the study at the 6*'^  Conference of Rumanian-English 
Linguistics Project, Timisoara; Rumania, in 1973 and it was published in IRAL Vol.: 
18/1 pp.59-71 (1980), and then it has been included in the editorial work of Faerch 
and Kasper (1983). 
Tamas Varadi, "Strategies of the Target Language Learner Communication: 
Message Adjustment," in Faerch, C. and Kasper, G. (eds.). Strategies in 
Interlanguage Communication, (New York: Longman Inc., 1983). 
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particular focused on the strategies employed by the foreign language 
learners while experiencing a difficulty in expressing themselves in the 
target language. Varadi (1983) argued, 
"the question of how close to the target language the foreign language 
learner comes to, communicating what he wanted to, must not be 
disregarded in assessing success in foreign language acquisition"" 
Taking into account the implication of this criterion and the failure of the 
previous approaches such as error analysis and the contrastive analysis in 
presenting a clear and expressive picture of the foreign language learners' 
ways to express their ideas without having enough resources in 
comparison to the native language learner, Varadi presented "a schematic 
view of the communication process of the target language learners'"*. 
However she noticed that learners were not assumed necessarily to pass 
through all these stages in a logical sequence as it was formulated. This 
model was served only to clarify processes that underlie the strategic 
behaviour of language learner at the time of producing language despite 
his low resources of the target language. The first stage of the target 
language learner's commiunication processes was ''described as a search 
for a siiitahle linguistic form to convey the intended meaning'"-. That wish 
by the learner to express himself in a target language was called an 
optimal message. This optimal message had two forms depending on 
whether they were considered from the point of view of the native 
language speaker or target language learner. So, there would be two 
forms of mental representations of the intended message that in turn 
would have two target language forms. 
' ibid.. 
' ibid. 
' ibid.. 
^P-
P-
80. 
82. 
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The first form would be proper if the native speaker produced it or if the 
learner's mother tongue was matched to that of the target language. In 
this part of his model, Varadi considers language production a linear 
process in that the speaker thinks in his native language then produces the 
linguistic form accordingly. The second form would be the form that the 
learner selected in the belief that it conveyed his meaning. However, the 
chosen form would be of two types of optimal meanings and two types of 
linguistic forms. At that stage, the learner seemed to search for a suitable 
linguistic form that would convey his intended meaning. 
Meanwhile, difficulties emerged since the learner's approximation system 
was by definition impoverished, the range of available formal means to 
express this meaning was much more limited in the target language than 
in the base language 'the mother tongue'. Moreover, even the available 
formal alternatives were presumably less readily accessible. So, two 
possibilities might arise at that point: "1) the learner might find a 
satisfactory linguistic form through formal reduction or replacement and 
having found a viable means to express his meaning''^ that could be 
''deviant or even subject to misinterpretation''^ or a proper form. 2) Also 
he might fail, "by any means available to him to formulate his optimal 
meaning so as to bring it within the sphere of his encoding capabilities''.^ 
That adjustment of meaning usually involved sacrifices of the parts of the 
optimum message; loss of precision or it might lead to complete shift of 
optimal meaning. 
'^ ibid,, p. 83. 
' ibid. 
' ibid. 
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That empirical study aimed at investigating some of the aspects of the 
message adjustment phenomenon. For fulfilling the objective, She carried 
out a small-scale experiment "/o arrive at a preliminary assessment of the 
validity of the theoretical formulations'''^. She selected two groups of nine 
and ten adult learners of English at an intermediate level as the subjects 
of the study. The experiment was conducted in two phases. In the first 
phase both groups were asked to describe related a series of drawings. 
Group-One was asked to describe the picture story in English within 45 
minutes; Group-Two was asked to describe it in the mother tongue within 
30 minutes. Subjects were not allowed to use dictionary in either phase of 
the experiment. Immediately after finishing the task, they were asked to 
describe the picture story for the second time in the other language. For a 
technical reason, the second phase of the experiment was conducted some 
days later. The subjects were asked to translate the English version to 
their mother tongue version and vice versa. 
With those procedures, Varadi accounted the mother language version to 
represent the learners' optimal meaning and the English version to 
represent the adjusted message arrived at by reconstruction through their 
actual message whenever the two did not coincide. Thus, it would be 
possible to attribute the differences between the two versions to the 
adjustment phenomenon resorted to by the learners under the compelling 
force of their imperfect competence in Target language. Also, it was 
important to ascertain, whether the learner was fully aware that the 
preferred form failed to convey his optimal meaning but was chosen 
because it provided the closest approximation that his approximative 
system allowed or whether the learner felt that the chosen form did not 
'•"ibid., p. 87 . 
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convey his optimum meaning. In this way, it could be possible to 
ascertain that the deviant was an indication of the lack of awareness of 
the difference between the native and target language or that the 
adjustment had occurred. 
The study reveals that the results that ascertained ''the general validity of 
the theoretical presuppositions that presented, in particular, the concept 
of message adjustment''''^\ Furthermore, the retranslation of English into 
Mother tongue often failed to serve the purpose of establishing the 
distinction between cases of adjustment and unintentional incorrect use of 
adjustment of Target language elements. Also, there was a variation in 
the length of the two versions and their state of completion. Those 
differences were accounted by Varadi to support the view that starting 
with Mother tongue was easier than to begin with Target language. In 
addition, significant reduction between the two versions was clearly 
evident. The English version was a series of simple, isolated statements. 
The relation between these statements was clironological that was not 
indicated by any means of linguistic means other than the mere 
succession of the sentences. The failure to indicate explicitly another type 
of relationship, causality, was also marked. Another characteristic of the 
English versions by contrast with the Hungarian versions was extreme 
stylistic economy and simplicity. However, a distinction between 
"intensional and extensional"" reduction was highlighted by the study. 
Within intensional reduction, Varadi also distinguished between two 
different cases: 1) generalization that was the use of a super-ordinate term 
'^bid., p. 96. 
Varadi meant by the "intensional" reduction in meaning, the relaxation of precision 
caused by selection of forms whose meaning though related to it, fell short of optimal 
meaning. On the other hand, "extensional" reduction was the elimination of parts of 
the meaning and manifested in the omission of particular forms. 
with reference to its hyponym and 2) the approximation that was roughly 
defined as an attempt to reconstruct the optimal meaning by explicating. 
It was noted that if enough of the semantic components "balloon" have 
been extensionally rendered for the offered form to convey the optimal 
meaning inherently, it should no longer be regarded as an approximation 
but rather as a circumlocution. 
Factors affecting selection and use of strategies 
Exploiting a different classification of communication strategies, 
Bialystok's (1983)'^ attempted to examine the issue of implementation of 
strategies by dealing with three questions 'who uses which strategy', and 
'when and with what effect'. The purpose of the study was to locate 
regularities attributable to any of these factors with respect to the 
approach by various second-language learners to specific communicafion 
problem. 
Thus, in order to elicit the use of communication strategies when 
appropriate target language vocabulary of the learner was deficient, she 
designed a task to meet three criteria. The task had to stimulate real 
communicafion exchange in which one of the interlocutors was a 
monolingual speaker of the target language. Second the task had to 
provide an incenfive for the learner to attempt to convey difficult 
information. Third, it was necessary to have control over the items for 
which the communication strategies were to be examined. The task used 
'^  Ellen Bialystok, "Some Factors in the Selection and Implementation of 
Communication Strategies/' in Faerch, C. and Kasper, G. (eds.). Strategies in 
Interlanguage Communication, (New York: Longman Inc., 1983). 
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in that study was picture description in which a subject was asked to 
describe a picture, so that a native speaker of that language 'the 
interlocutor' could accurately reconstruct it. 
The subjects in that study were sixteen students in the twelfth class, 
learning French in high school, who were divided into two groups 10 
regular and 6 advanced students, and a group of fourteen adults learning 
French in a civil program. The adults were generally more advanced in 
their studies than the students of high school. In addition, all subjects 
completed a cloze test to get an individual assessment of proficiency, and 
a more difficult test was required for the adult learners than the one for 
the twelfth grade students. 
As for the first question, 'who uses which strategy' the study showed 
these results: by considering the two groups of the twelfth grade and the 
advanced adult learners separately, there were no differences among the 
three groups in their quantitative use of the strategies. A significant 
difference in selection emerged, however, by considering the LI-based 
and L2-based strategies separately. The twelfth grade used significantly 
fewer LI-based strategies. Nonetheless, since they used the same mean 
number of strategies per item as the other two groups, they compensated 
by a relative increase in L2-based strategies. Individual differences on 
these measures obtained through the correlation between proficiency 
level -as indicated by the cloze test- and the individual's strategy use. 
Again the average number of strategies used bore no relation to 
proficiency, but the blend of these strategies in terms of their base in the 
LI or L2 did. For the adults, there was a significant negative relationship 
between the proficiency level and the LI-based strategies used. For the 
learners, the relationship was negative but not significant, although when 
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separated into two groups, it was found that the advanced class, which 
used LI-based strategies most profusely, displayed a positive non-
significant relationship between cloze scores and the proportion of Ll-
based strategies. 
Determining exactly 'which strategy and when' was also investigated in 
the study. The results showed that specific intention to be conveyed had 
an effect in selecting a particular strategy from those broad categories. In 
detail, the more advanced learners were more sensitive to the concept to 
be conveyed in selecting specific strategies. In addition, adult learners 
modified their strategy selection as a function of the target concept with 
greater flexibility than the students did. 
The study also revealed interesting facts regarding the third question 
'with what effect?' that the selection and the proficiency variables had an 
effect on the quality of the chosen strategy. The same strategy seemed to 
be more effective when the learners who had greater formal control over 
the target language used it. Answering these three questions, the study 
concluded that the best strategy was the one based on target language and 
the best users were those who had formal control over the target 
language. 
Effect of proficiency on communication strategy use 
Poulisse and Schils (1989)'^ conducted a study investigating the effect of 
foreign language learners' proficiency level on compensatory strategies 
'^  Nanda Poulisse and Erik Schils, "The Influence of Task and Proficiency-Related 
Factors in the Use of Compensatory Strategies: a Quantitative Analysis," Language 
Learning, Vol.: 39/1 pp.15-48 (1989). 
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used in resolving lexical problems. Besides, the effect of task-related 
factors on compensatory strategies use was examined. The subjects were 
three groups of Dutch learners of English at three different proficiency 
levels. They were tested on three different task levels: picture naming 
and description, story retell and oral interview with a native speaker of 
English. 
The compensatory strategies in task I, picture naming and description, 
were identified on the basis of problem indicators such as pauses, 
repetitions, false starts, a rising intonation, sighs, and laughs. While in 
tasks II and III, two identification methods were combined to identify the 
compensatory strategies. Firstly, two independent judges determined 
where compensatory strategies had occurred on the basis of problem 
indicators in the data. Secondly, the identification was based on third 
person's interpretation of retrospective data, namely, comments that the 
subjects themselves had given on their performance immediately after 
having completed the task. Eventually, the criterion for a clear case of 
compensatory strategies use in tasks II and III was set up as identified by 
both the judges and on the basis of retrospective comments. 
The apparent cases of compensatory strategies were classified by means 
of a process-oriented taxonomy that distinguished between conceptual 
and linguistic strategies. In the case of a conceptual strategy, the speaker 
manipulated the concept and referred to it either by listing some of its 
defining and characteristic features, or by using the word for a related 
concept that shared a number of these features. In the first case the 
approach was analytic; in the second it was holistic. Often analytic 
strategies include a reference to a related concept that was subsequently 
modified to enable the listener to identify the intended concept uniquely. 
35 
The results revealed that proficiency level is inversely related to the 
number of compensatory strategies, where the most advanced subjects 
used fewer compensatory strategies than the least proficient ones did. 
Also, the type of compensatory strategies chosen by the subjects was not 
to any large extent related to their proficiency level. Rather the data 
indicated that task related factors play a large role in that respect. 
Whereas the subjects predominantly used analytic strategies in the picture 
naming/description task, they frequently resorted to holistic strategies and 
transfer strategies in the story retell task and the oral interview. 
In addition, Khanji (1996)''' studied the use of communication strategies 
by Jordanian learners. He sought whether or not different language 
proficiency levels of EFL could be characterized by the use of certain 
type of communication strategy. Khanji followed the criteria that were 
proposed by Bhaskaran (1988).'^ 
The findings of the study showed that the students who used the 
repetition strategy would usually repeat it in an expanded form in order to 
gain time for the selection of the next lexical/syntactic items or to 
improve their executed utterances, "Build up"'^. Message abandonment 
was registered when students started to talk about something but were 
unable to complete the utterance due to lack of knowledge of message 
structure, which consequently caused a conversation breakdown. In all 
instances of that strategy use, students became frustrated in the middle of 
''^  Rajai Khanji, "Two Perspectives in Analyzing Communication Strategies", IRAL, 
Vol.: XXXIV/2 pp.144-154 (1996). 
'^  Nayar Bhaskaran, "Optics Glasses and Handwatches: Communication 
Strategies in ESL," Paper presented at the TESOL 1988 convention in Chicago 
(1988). 
'^Khanji (1996) 147. 
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an utterance and gave up after frequent long pauses, with no appeal for 
help from the teacher or conversation partner. Semantic contiguity was 
noticed when students replaced a lexical item by another one that shared 
certain semantic features with it. In those cases, students provided an 
approximate item of the unknown word by using a similar but known 
lexical item. Transliteration was registered when students used second 
language lexicon and structure to create a literal transliteration of an item 
originated in their first language. Topic shift was noted. It was registered 
when students had to shift immediately to another topic or message after 
realizing that it was quite difficult to talk about a certain point for which 
vocabulary or structure items were not known. Code switching was also 
observed when students inserted a word or phrase in his mother tongue 
intentionally due to lack of knowledge of the needed language item. It 
was produced instantly and without much thinking by using quite simple 
words or phrases which students think of as their English counterparts. 
The appeal for assistance strategy was registered when students asked for 
help in English either from their interlocutors or their teachers. 
With respect to the proficiency level, high percentage of reduction use 
among low-level learners was considered an indication of their low 
proficiency level since it was not resorted to by the advanced-level group 
and the intermediate-level group. The reduction strategies were repetition 
and message abandonment. On the other hand, other types of strategies 
were categorized as achievement strategies. Those strategies were 
prevalent among the advanced and the intermediate groups. In detail, 
transliteration, semantic contiguity and code switching were the most 
prevalent types of strategies used among the intermediate group. Khanji 
noted that. 
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" it stands to reason that as linguistic competence grows, as seen in the 
increased use of achievement strategies and the low occurrences of the 
reduction strategies, speakers are wilhng to get around the language 
inadequacy by trying to keep the channel open."'^ 
So the rare use of repetition, message abandonment and appeal for 
assistance were assumed to indicate that the advanced learners had gained 
more creativity and flexibility in using language than the low level 
students, in other words, got more language input at their disposal to be 
able to talk their way out of difficulty. In the study the advanced learners 
seemed to have a greater control on their linguistic resources where the 
topic shift and semantic contiguity appeared to be the most used 
strategies. These two risk-taking strategies were claimed to require more 
serious attempts on the part of the learners to come up with an 
approximate translation of the needed language items and to demand 
greater lexical and syntactic knowledge. 
Also, Paribakht (1985)'** studied the effect of proficiency level on the use 
of communication strategies. The subjects were three groups of twenty 
adults: two groups of Persian ESL students at intermediate and at 
advanced level, and a group of a native speaker. The task designed for the 
study was 'concept-identification'. All the subjects were required to 
communicate twenty single lexical items comprising concrete as well as 
abstract concepts to native speakers of English interlocutor in an 
interview situation. 
'^  Ibid., p. 150. 
1 8 
Tahereh Paribakht, "Strategic Competence and Language Proficiency," Applied 
Linguistics, Vol.: 6/2 pp. 132-146 (1985). 
38 
The results revealed that the native speakers and advanced level learners 
used fewer communication strategies than low proficiency level that was 
because they did not encounter communicative problems as frequently as 
low-proficiency learners but when they faced such communicative 
problems, like the low proficiency learners, they seemed to appeal to the 
same strategies and drew upon similar knowledge sources for solution. 
Rabab'ah (2001)''' conducted a study of the strategic competence of Arab 
English majors at Yarmouk University in Jordan. Its main aim was to 
determine which communication strategies were used by English majors 
while communicating in LI Arabic and L2 English. Furthermore, it aimed 
to examine whether the messages transmitted by the learners were 
successful and comprehensible or not. Also, it aimed to invesfigate how 
and by means of which strategies Arab English majors overcame their 
communication problems, and which strategies they used in 
communicating in their native language. The subjects of the study were 
30 English majors at Yarmouk University, put into three proficiency 
levels according to an adapted TOEFL test. The collected data were based 
on the learners' performance in three communicative tasks especially 
designed for the study that represented typical classroom tasks. The 
subjects' communication strategies were identified from features of their 
performance such as hesitation, pauses and repeats. The researcher and 
two of his English colleagues assessed message transmission success on 
the basis of whether the transmitted messages were comprehensible or 
not. 
' Ghaieb Rabab'ah, "An Investigation into the Strategic Competence of Arab 
Learners of English at Jordanian Universities," Ph.D. Dissertation Abstracts at 
Linguist List 2001 .<http;//cf.lingLlistlist.org/cfdocs/new-website/LL-
WorkingDirs/pubs/diss/browse-diss-action.cfm?DisslD=81 1>. 
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One of the main findings of that study was that English majors made a 
wide use of communication strategies. These strategies were mostly L2-
based strategies. Another finding was that in spite of the learners' limited 
linguistic knowledge, English majors managed to communicate their 
intended meaning by making use of communication strategies. It was also 
found that the learners' use of communication strategies was related to 
their proficiency level, in that LI based strategies decreased as 
proficiency improved. One of the most interesting additional findings was 
the effect of the mother tongue 'Arabic', which increased the variety of 
strategy use. For example, literal translation and word coinage were 
widely influenced by mother tongue interference. It was found that 
Arabic speakers used many communication strategies when compared 
with speakers of other languages in communication strategy research. The 
subjects' use of communication strategies was also related to the type of 
task they were performing. Finally, Arab learners used communication 
strategies in their native language, but when compared to the 
communication strategies used in their target language, these were fewer 
in terms of frequency and varied in terms of type. 
Communication strategy use and culture 
Wongsawang (2001)^'' conducted a study aimed at exploring 
communication strategy use for culture-specific notions in second 
language by answering two questions: 'What kinds of communication 
strategies will Thai ESL speakers employ to convey these referential 
^ Piyasuda Wongsawang, "Cultural-specific Notions in L2 Cominunication 
Strategies," Working Papers 19/2 pp.111-135, Department of Second Language 
studies University of Hawaii, USA (2001) 
<www.Hawaii.edu/sls/uhwpesl/l9(2)/Wongsawang. Pdf>. 
40 
concepts in English?' and ' will there be any patterns that can be 
observed as different from communication strategy used in other kinds of 
tasks?' The subjects were 30 Thai native speakers with intermediate 
English proficiency. They were asked to perform two tasks that contained 
culture-specific notions. The analysis focused on 14 concepts that were 
expected to be problematic. 
The results showed that circumlocution and approximation were the most 
preferred strategies. Patterns of approximation, all-purpose words, and LI 
words followed by circumlocution were also seen and found to be similar 
to the hierarchy of communication strategy found elsewhere in the 
referential communication strategy research. Finally, the study suggested 
that the familiarity of the L2 speaker with a concept did not always help 
them in dealing with communicative problems; rather it was their 
knowledge of how to talk about it in the L2 that matter more. 
Type of task and communication strategy use 
Poulisse (1990^' in Wongsawang, 2001^ )^ studied the effect of task-
related factors on the use of compensatory strategies. In her study, she 
found that participants preferred long and informative analytic strategies 
in a picture description task while short, less informative, holistic, and 
transfer strategies were found more in a story-retell task and oral 
interviews Furthermore, some other factors related to communication 
features had some important roles in affecting the use of communication 
strategy such as the mutual knowledge by both interlocutors. Poulisse, 
71 ___ 
Nanda Poulisse, The Use of Compensatory Strategies by Dutch Learners of 
English, (Dordrechi: Foris, 1990). 
^^  Wongsawang, p. 114. 
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(1990^ ;^ cited in Wongsawang, 2001)^ "* argued that the speaker should 
always take the listener's knowledge into account in order to make the 
communication effective. Thus, effective reference use would be 
achieved if the speaker used referents based on conceptual or linguistic 
knowledge shared by the interlocutor. She concluded to the fact that not 
only the type of task but the mutual knowledge had effects on the 
selection and use of communication strategy. 
Evaluating communicative performance through communication 
strategy use 
Ellis (1984)^ ^ focused only on two general strategies avoidance and 
paraphrase to show how examining the use of these former strategies can 
refine the evaluation of the learner's communicative performance. Two 
groups of learners were included in the study. One group consisted of six 
native speakers and the other consisted of six second-language learners 
studying English in Britain for one year. They were asked to tell a story 
depicted in three pictures. A number of key information-bits were 
identified by anticipating what information ought to be included in a 
notionally ' good account of the story'. 
The results showed that the LI learners resorted less to avoidance and 
paraphrase strategies than L2. The analysis suggested that by isolating a 
number of information-bits relevant to story-telling task, it proved 
possible to discriminate the overall communicative performance of the 
Pouljsse, p. 68. 
^'^ Wongsawang, p. 114. 
" Rod Ellis, "Communication Strategies and the Evaluation of Communicative 
Performance," ELTJournal, Vol.: 38/1 pp.39-44 (1984). 
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two groups of children on this task. Whereas all learners were able to 
communicate something about the pictures, LI were able to communicate 
more information (i.e. used avoidance less) in language that was 
considered stylistically acceptable (i.e. used paraphrase less). 
II- Empirical Studies on Learning Strategies 
Effect of proficiency level on language learning strategy use 
Chesterfield and Chesterfield (1986)^" conducted a study to examine the 
extent to which language learning strategies were used by children of 
different second language proficiencies in bilingual classroom and the 
systematicity in the development of such strategies. They hypothesized 
that there was a natural order to the development of those strategies. The 
sample of the study comprised fourteen Mexican American children in 
bilingual classrooms. Spanish language was the principal spoken 
language spoken at home. Eight of the fourteen learners formed a part of 
an experimental group. They were tested on measures of language 
proficiency and observed systematically in the classroom during their 
preschool year. The remaining six children were part of the comparison 
group for the evaluation. Again, both groups were tested and observed in 
their first grade classroom as part of a follow up study on the lasting 
effect study of the preschool experience. After that, the sample was 
stratified into three groups, based on their English language proficiency. 
'^^  Ray Chesterfield and Kathleen Chesterfield. "Natural Order in Children's Use of 
Second Language Learning Strategies," Applied Linguistics, Vol.: 6/1 pp.45-59 
(1985). 
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The principal data collection technique was observation. The focus was 
on those utterances of a target child motivated by an attempt to develop 
the second language. Twelve categories of the learning strategies 
employed to spot the occurring strategies within the subject of the study 
that were based on the framework of Rubin (1981)" and supplemented by 
the work of Bialystok (1981)^^ and Tarone (1983).''' 
The results showed that the use of learning strategies were common 
among children in bilingual classrooms during the early educational 
experiences. It was found that in both preschool and first grade a large 
percentage of the verbal interactions in English involved learning 
strategies. Though language learning strategies formed a large part of all 
of the children s' discourse in English overtime, there was a consistent 
progression in the range of strategies used. Through the use of 
implicational scaling technique, it was shown that at least for young 
children in bilingual classrooms, there was a natural order to the 
development of second language learning strategies. However, increasing 
proficiency in the second language would seem to imply the ability to 
language learning strategies in more demanding ways. Those with greater 
language proficiency were found to employ a wider range of strategies 
than their less proficient peers. 
Also focusing on hovv' certain variables, particularly those of proficiency 
and gender, affect the self-reported use of language learning strategies. 
'^ .loan Rubin, "Study of Cognitive Processes in Second Language Learning," 
Applied Linguistics, Vol.: ll/2pp.l]7-13] (1981). 
Ellen Bialystok, '"The Flole of Conscious Strategies in Second Language 
Proilciency," The Modern Language Journal, Vol.: 65/1 pp.24-35 (1981). 
7Q 
Elaine Tarone, "Some Thought on the Notion of Communication Strategy," in 
Faerch, C. and Kasper, G. (eds.). Strategies in Interlanguage Communication, 
(New York: Longman, 1983). 
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Wharton (2000)^ ° conducted a study that aimed at examining the overall 
use of learning strategies. The participants in the study included 678 
undergraduate university students studying Japanese or French, of whom 
72% were engineering or computer science students, 23% were 
accountancy or business students, and 5% were enrolled in 
communication studies. The instrument used to collect the data was the 
'SILL questionnaire', which was developed by Oxford (1990)^'. It was 
accompanied by a background questionnaire designed to elicit 
information on students major field of study, mother tongue, gender, 
degree of motivation, languages regularly spoken, proficiency self 
ratings, the FL and course level currently studied, length of time already 
spent studying the FL, reasons for taking the FL, and language learning 
attitude. 
The results showed that: a) the mean of overall strategy use was in the 
medium range of SILL, b) there was a significant difference in means of 
students of Japanese and those of French "that was attributed to the 
instrumental motivations that directed their study of FL", c) the average 
of frequency of overall strategy use was lower than that found in studies 
of strategy use in SL settings, d) the learners favor the SILL social 
strategies more than any other strategy category, e) the degree of 
motivation had the most significant effect on the use of language learning 
strategies, f) students with good and fair proficiency self-ratings used 
SILL strategies in general significantly more often than those with poor 
proficiency self-ratings, and g) absence of gender overall use of strategies 
"^ Glenn Wharton, "Language Learning Strategy Use of Bilingual Foreign Learners in 
Singapore," Language Learning, Vol.: 50/2 pp.203-243 (2000). 
'^ Rebecca Oxford, Language Learning Strategies: What Every Teacher Shou/d 
Know, (Boston: Heinle & Heinle, 1990). 
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was found while at specific-item level males used a greater number of 
strategies significantly more often than females. 
Explicit teaching of learning strategies 
The largest controlled study to date is Cohen, Weaver and Li's (1996) ^ ^ 
study. The study used thirty-hour course in strategies-based instruction 
for training the teachers, who were teaching French and Norwegian 
classes. It concentrated on three speaking tasks: self-description, story-
retelling, and city description. Students completed the SILL and gave 
evidence in the form of think-aloud protocols. The study compared, in a 
quasi-experimental design, an experimental group who received the 
strategies based instruction and a comparison group who did not. There 
was thus control of input and a direct link between treatment, with or 
without strategy instruction, and specific language tasks. While the 
results do not go all the experimental group's way, the study provides a 
firm basis for the claim that strategy-based instruction makes a 
measurable difference in both how students perform (that is, their 
performance by using strategies and modes of action) and how well they 
perform (that is, the quality of their performance of the set tasks). 
" Andrew Cohen. Susan Weaver, and Tao-Yuan Li, "The Impact of Strategies-
Based Instruction on Speaking a Foreign Language," CARLA Working Paper Series 
#4, (1996) <http://www.carla.umn.edu/about/profiles/CohenPapers/SBIimpact.pdft>. 
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Effect of learners' variables on learning strategy use 
Purdie and Oliver (1999)" investigated the use of strategy by bilingual 
primary school-aged learners and the effect of learners' variables 
(cultural group, place of birth, period of stay in Australia, and whether 
they had or had not received English as a second language help) on the 
use of learning strategy. Also, they investigated the effect of students' 
language efficacy beliefs and their attitudes to English as a prediction 
power on the use of language learning strategy. The study was applied on 
58 students who came from three different cultural groups: Asian, Arabic, 
and European. A questionnaire was used to collect data in respect of 
language learning strategies, while structured interview was used to 
collect data on learners' variables, language efficacy beliefs and attitude 
on the use of language learning strategy. 
The results showed that the most frequently used strategies were 
cognitive strategies and the students used strategies to compensate for 
missing knowledge more than any other types of cognitive strategy. 
Furthermore, only one significant difference was found between longer 
and shorter-term residents of Australia; they differed significantly in their 
use of cognitive strategies, particularly in students' use of strategies to 
help them to remember more effectively. However, the least used 
strategies were the social strategies that were not significantly related to 
their beliefs of language efficacy or their attitude to English in the 
classroom or in the playground. Also, no significant differences were 
noted in strategy use between groups of students according to place of 
"'^  Nola Purdie and Rhonda Oliver, "Language Learning Strategies Used by Bilingual 
School-Aged Children."' System, Vol.: 27/3: pp.388-375 (1999). 
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birth, and cultural group. Only writing efficacy had more predictive 
power than academic efficacy in terms of total strategy use. 
Also, Yang (1999)^^ investigated the relationship between EFL learners' 
beliefs and learning strategy use. Her study, used two questionnaires: 
Horwitz's (1987)- '^ BALLI, to collect data in respect of language learning 
beliefs and Oxford's (1990) SILL, to collect data on language learning 
strategies. The study was applied on five hundred and five university 
students in Taiwan, who were distributed to four groups: freshmen, 
sophomores, juniors and seniors. 
The results of that study revealed that language learners' beliefs of self 
efficacy and expectation about learning English and perceived value and 
nature of learning spoken English were strongly related to their use of all 
types of learning strategies, while the beliefs about foreign language 
aptitude was connected with only functional practice strategies, cognitive 
strategies and meta-cognitive strategies. The beliefs about formal 
structural studies had a negative correlation with functional practice 
strategies. In other words, when students believed that learning grammar, 
vocabulary and translation were the most important part of learning a 
foreign language and feh that language learning involved a lot of 
memorization, they would be unlikely to seek or create opportunities to 
use or practise English functionally by trying to write, read, speak, or 
think in English. 
Nae-Dong Yang, "The Relationship between EFL Learners' Beliefs and Learning 
Strategy Use," System, Vol.: 27/4: pp.535-515(I999). 
Elaine Horwitz, "Surveying Student Beliefs about Language Learning," in Anita 
Wenden and Joan Rubin (eds), Learner Strategies in Language Learning, 
(Englewood Cliffs, NJ: Prentice-Hall: 1987). 
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Effect of learning strategy training on language skills 
O'Malley et al. (1985)^^ investigated the range of frequency of learning 
strategy uses by students learning English as a second language and the 
effect of training on English language skill development. The study was 
conducted with 70 learners of high school who were classified as either 
beginning or intermediate level in ESL, First, interview and classes 
observations were used with both teachers and learners to identify the 
strategies associated with a range of tasks, typically found in classroom 
and other settings. Second, in a natural classroom setting, the ESL 
learners were randomly assigned to receive learning strategies training. 
Instruction of learning strategies was applied to a range of tasks. Different 
combinations of meta-cognitive, cognitive, and socio-affective strategies 
were presented during training sessions. 
The results of the study revealed that students used a variety of learning 
strategies. Both intermediate and beginning groups used cognitive 
strategies far more regularly than the meta-cognitive strategies. The 
analysis of the effect of training in meta-cognitive, cognitive, and socio-
affective learning strategies with second language learners in a natural 
classroom setting produced mixed findings, depending on the language 
learning strategies and task. In the listening skill tasks, there were 
indications that the difficulty of the task or the explicitness of directions 
for using the strategies might both be important determinants of 
performance, i.e. little help could be gained from using learning strategies 
with difficult listening tasks. Skills in speaking a second language were 
Michael J. O'Malley, Anna Chamot, Gloria Stewner-Manzanares, Lisa Kupper, 
and Rocco Russo, "Learning Strategies Used by Beginning and Intermediate ESL 
Students," Language Learning, Vol.: 35/lpp. 2L46 (1985). 
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clearly improved through learning strategies training. In general, training 
of learning strategies was successfully demonstrated in a natural teaching 
environment with second language speaking and listening tasks. 
Also an experimental study conducted by Almaktary (2001)" targeted the 
effectiveness of strategy-based training on developing the Yemeni 
students' writing skills. The researcher applied a strategy-training 
program (STP) on a sample of 100 students (50 students in the control 
group and 50 students in experimental) who had serious deficiencies in 
their writing skills. The result showed that significant improvement took 
place on the subjects' vmting skills and on their repertoire of language 
learning strategies as compared to their previous performance and to that 
of the control group. 
Hussein Almaktary, "The Effectiveness of a Strategy Training Programme on 
Developing Writing Skills of English Department Students in Taiz University," 
Unpublished Ph.D. Dissertation, Faculty of Education. Alexandria University 
(2001). 
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CHAPTER T H R E E 
Strategic Competence 
(Definitions and Taxonomies) 
Introduction 
Recently, Bachman and Palmer (1996)' have adopted the view that 
strategic competence can involve all kinds of cognitive activities that 
work consciously or subconsciously to develop or attain a specific goal 
within language use or any other discipline. However, most of those who 
worked on one aspect of strategic competence, in particular, 
communication strategy put this term to mean the compensation for the 
missing of knowledge within language production activity. Another 
discipline in language development emerges to take its position within 
cognitive learning theory to search for specific kinds of behavior that the 
learners' success was accounted for in acquiring language. This kind of 
research has its beginnings with the successful language learner's 
behavior. At later times this kind of research came close to mean strategic 
competence or strategic behavior to include all parts of the learner 
abilities (cognitive, meta-cognitive and socio-affective). 
However, this researcher considers both communication strategies and 
learning strategies the main components of language learners' strategic 
competence. This is because the strategic behavior of language 
' Lyle Bachman and Adrian Palmer, Language Testing in Practice, (Oxford: Oxford 
University Press, 1996). 
production is part of the whole cognitive system, which second language 
learners can leam from or adopt as learning tools. Also, strategic learning 
relies mainly on the attaimnent of success in language production. From 
this departing point of view, we put both of the two activities: 
communication strategies and learning strategies in two separate sections, 
seeking all the details of those previous studies in order to be employed to 
support the aims of this study, in particular, the types of strategies 
(learning and communication) used by foreign language learners. This 
chapter will survey the various definitions and classifications of both 
learning strategies and communication strategies 
(I) Communication Strategies 
Beginnings of communication strategies 
Selinker (1972)^, in his paper^ on interlanguage, used the term 
"communication strategy" to refer to one of the processes that were 
supposed to be instrumental in causing interlanguage errors. He defined 
communication strategy as "an identifiable approach by the learner to 
communication with native speakers'"*. However, the identification of 
these strategies remained a problem spot in the literature of 
communication strategy. Subsequent definitions too could not sufficiently 
resolve those problematic issues. As a matter of fact, Selinker also does 
not appear to be offering any elaborate viable rules for identifying these 
strategies pertaining to the communicative performance of the second 
2 Larry Selinker, Interlanguage, IRAL, Vol.: 10/1 pp. 209-231 (1972) 217. 
^ An earlier version of this paper was read at the Second International Congress of 
Applied Linguistics Cambridge University, Sep. 1969. 
Selinker, p. 217. 
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language learners except that he attributes those deviants to the 
behavioural strategies of the learners. 
Approaches underlying the taxonomies of communication strategies 
All the varieties in the invented taxonomies of communication strategies 
reflect specific conceptions on which researchers based their definitions 
and classifications. Those varieties in classifications and definitions have 
led to the implementation of different methodologies that caused 
inconsistency in the results of the empirical studies that followed. That 
inconsistency in the results is embodied in the worthlessness of studying 
such phenomenon for solving the essential problem, which is to promote 
a better understanding of the process underlying the language 
development of second language learners. Intuitively, we expect that the 
field of communication strategy research will be suffering from these 
inconsistencies and worthlessness if the gap between the methodologies 
of the ongoing studies and the benefits that can be gained from these 
investigations is not bridged. Also, the bridging of the gap will not be 
possible if researchers do not overcome the acute diversity in the 
perspectives towards this very important phenomenon in language 
acquisition. 
Generally, there are two approaches, which seem to dominate the 
communication strategy research. However, within the same approach 
there are different methods of defining and classifying communication 
strategy. The early definitions and classifications of communication 
strategy were offered by Tarone (1977)\ In a later definition and 
classification, she highlighted the interactive aspects of communication 
strategies and ignored the psycho ones. Furthermore, she considered 
"meaning negotiation between at least two interlocutors"*' a distinctive 
feature of communication strategy that differentiates it from other 
phenomena in the study of language use such as learning strategy and 
production strategy. This approach is called an interactional approach. 
The second approach is called a psycholinguistic approach. Some 
methods of that approach are based on a model of speech production and 
highlighted the problems experienced by the learner in speech reception 
and in the planning and execution of speech production. This method of 
Faerch and Kasper (1983) does not completely ignore the cooperative 
nature of communication strategies but it does not consider it a necessary 
condition. Within this approach, a different conceptualization has 
emerged to be based on language processing. This innovative method is 
adopted by the Nijmegen group and Bialystok. Its most important feature 
is that "the classification of utterances was based on a description of the 
processes underlying their production"^. They criticized the previous 
approaches claiming, '''the problem with such a classification is that the 
distinctions in the different types of strategies merely reflect differences in 
referents and differences in the contexts in which the referents are 
presented' ^ This approach developed new classifications by considering 
'^  Elaine Tarone, "Conscious Communication Strategies in Interlanguage", in Henry. 
D. Brown, A. Yorio and R.C. Crymes (eds.), On TESOL '77: teaching and Learning 
ESL, (Washington, D.C.: TESOL, 1977): 
^ Elaine Tarone, "'Communication Strategies, Foreigner Talk and Repair in 
Interlanguage," Language Learning, Vol.: 30/2 pp. 417-431(1980) 420. 
^ Ellen Bialystok, Communication Strategies: a Psychological Analysis of Second-
Language Use, (Oxford: Basil Blackvvell, 1990) 110. 
^ Theo Bongaerts and Manda Poulisse, "Communication Strategies in LI and L2: 
Same or Different?" Applied Linguistics, Vol.: 10/3 pp.253-268 (1989) 254. 
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the new criteria of "parsimony, psychological plausibility and 
generalizability"''. 
Definitions of communication strategies 
Varadi (1983)'" did not offer a definition, rather a" fttniew6rk" that was 
based on a model of speech production and was presented in a schematic 
diagram in which a second language learner struggled to reach an 
equivalent utterance to his 'base language' mother tongue. Within these 
processes, the learner was viewed as a capfive of his intended meaning 
that easily could be produced in his mother language. Then the learner 
looked for the equivalent utterance in target language in the belief that it 
was the correct forni. At the time the learner faced a difficulty in finding 
the suitable target language utterance, he resorted to communication 
strategy. Here the strategy is viewed as a struggle in the mind of the 
learner, that the intended meaning is being adjusted till it reaches a fonu 
that is also liable to another replacement and reduction to suit the adjusted 
meaning. This process is going on till it reaches a target forni that exactly 
conveys the adjusted meaning in the end. After that many definitions 
have been followed. 
Tarone adopted sorts of definitions and classifications that focused on the 
interactive aspects of communication strategy. She defined 
communication strategies as ''a mutual attempt of two interlocutors to 
^Bialystok, (]990):p. 112. 
'" Tamas Varadi, "Strategies of the Target Language Learner Communication: 
Message Adjustment," in Faerch, C. and Kasper, G. (eds.), Strategies in 
Tnterlanguage Communication, (New York: Longman Inc., 1983). 
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agree on a meaning in situations where requisite meaning structures do 
not seem to be shared"'''. 
Faerch and Kasper (1983) defined communication strategies as ''potential 
conscious plans for solving what to an individual presents itself as a 
problem in reaching a particular communicative goaF '^ 
Corder (1983) defined communication strategies as "a systematic 
technique employed by a speaker to express his meaning when faced with 
some difficulty'" '"\ Difficulty is explained by Corder to refer uniquely to 
the speaker's inadequate command of the language used in the 
interaction. 
Bialystok (1983) defined communication strategy as "all attempts to 
manipulate a limited linguistic system in order to promote 
communication''''''. 
Ellis (1985) defined communication strategies as "psycholinguistic plans 
that exist as part of the language user's communicative competence. They 
are potentially conscious and serve as substitutes for production plans 
which the learner is unable to implement''''". 
"Tarone (1980): 240. 
" Claus Faerch and Gabriele Kasper, "Plans and Strategies in Foreign language 
communication," in Claus Faerch and Gabriele Kasper (eds.). Strategies in 
Interlanguage Communication, (New York: Longman Inc., 1983) 36. 
S. Pit Corder, "Strategies of communication," in Claus Faerch and Gabriele Kasper 
(eds.), Strategies in Interlanguage Communication, (New York: Longman inc., 
1983) 16. 
''^  Ellen Bialystok, "'Some Factors in the Selection and Implementation of 
Communication Strategies." in Claus Faerch and Gabriele Kasper (eds.). Strategies 
in Interlanguage Communication, (New York: Longman Inc., 1983) 102. 
'^  Rod Ellis. Understanding Second Language Acquisition, (Oxford: Oxford 
University Press, 1985) 182. 
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Bialystok (1990) defined cominunication strategy as ''dynamic 
interaction of the components of language processing that balance each 
other in their level of involvement to meet task demand" "^ . 
Taxonomies and classifications of communication strategies 
Corder's taxonomy 
Corder describes the way the learner produces language in second 
language: 
"The learner will sometimes wish to convey messages which his 
linguistic resources do not permit him to express successfully. When 
in the course of interaction the learner finds himself faced with this 
situation, he has only two options open to him. He can either tailor his 
message to the resources he has available, that is, adjust his ends to his 
means. These procedures are called message adjustment strategies, or 
risk avoidance strategies. Or he can attempt to increase his resources 
by one means or another in order to realize his communicative 
intentions. These strategies are called resource-expansion strategies. 
These are clearly "success-oriented" though risk-running strategies." 
Message adjustment strategies 
1-Topic avoidance 
{a refusal to enter into or continue a discourse within some field 
or topic because of a feeling of total linguistic inadequacyy^ 
]6 Bialystok, p. 183. 
^Corder, (1983): p. 17. 
ibid. 
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2-Message abandonment 
{trying to communicate the message hut finally giving upY^ 
3-Semantic avoidance 
{saying something sUghtly different from what one intended hut 
still broadly relevant to the topic or discoursef^ 
4-Message reduction 
{saying less or less precisely what one intended to sayf"" 
Resource expansion strategies 
All resource expansion strategies are risk-taking where the failure is 
expected such as misunderstanding or communication breakdown. With 
these strategies learners exert a great deal of effort on clarifying his 
intended message to the degree he sometimes repeats the same utterance, 
avoids using elliptical, focuses on one aspect of the language (often on 
the content items and i^ piores the functional ones and ignores grammar) 
they include four subcategories: 
'' Ibid. 
'' ibid. 
'^ ibid. 
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1-Borrowing 
(the use of linguistic resources other than the target language, but 
they include guessing of more or less informed kind, that is, an 
attempt to use invented or borrowed items, all more or less 
approximated, to the rules of the target language structure as far as 
the learner's interlanguage allowsj^^ 
2-Switching 
(complete sentence or words in first language) 
3-Paraphrase or circumlocution 
(getting around your problem with the knowledge you have)'' 
4-Paralinguistic devices 
(typically gesture)-^ 
5- Appeal for help 
(from the interlocutor for a word or expression)'^ 
Varadi's taxonomy 
The classification of Varadi based on a model of language production in 
which the second language learner tries to match his intended meaning to 
the linguistic resources. This model is viewed to involve two contrasted 
processes: the adjustment of meaning and then the adjustment of fonn. 
Meaning in this classification equates the message while the fonn equates 
the expression either sentence or words. Within these two adjustments 
there are two major strategies: replacement and reduction strategies. The 
reduction strategies or the replacement strategies at the meaning level 
^^  ibid., p. li. 
" ibid. 
'' ibid. 
'= ibid. 
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come first and result in either a reduction or a replacement in the fonn. 
Varadi identifies the adjustment at the meaning level as a translation of 
the intention (optimal meaning) in a linguistic (LI) form. If the L2 
resources are available the process moves to the adjustment at (LI) form. 
If not, then a series of two processes work: reducing the opfimal meaning 
to a completely different one or replace it with another meaning which is 
close to the previous one. On the fonn level also the same two processes 
work but either reduce or make paraphrasing or a circumlocution to the 
(L2) fonn. If the fonn is reduced then optimal meaning is fully reduced or 
replaced till the right fonn, which conveys the adjusted message, 
becomes available. 
Adjusted meaning 
1-Reducfion (deliberately sacrifice part of the meaning he 
originally wanted to communicate) '^' 
2-Replaceinent (manipulation of optimal meaning)" 
Adjusted form 
1-Rediiction {elimination of certain formal target elements or 
reduction in the range of synonymous target forms, i.e. over use of 
one form at the expense of the others)-^ 
2-Replacement {changing the form through paraphrasing or 
circumlocutionf^ 
Thus communication strategies in Varadi's taxonomy involve various 
kinds of message adjustment. They are of two main types adjustment 
Varadi, p. 83. 
"ibid. 
^Mbid.,p. 85. 
'^^  ibid., p. 84. 
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strategies: adjustment that leads to reducing of the message (reduction 
strategies) and that leads to replacing the message with another one 
(replacement strategies). Within each type, two different strategies are 
involved. Replacement involves either circumlocution or paraphrase. In 
the reduction strategy Varadi differentiated between two types intensional 
that is achieved through generalization and extensional reduction that is 
achieved tlirough approximation. 
Faerch and Kasper's taxonomy 
The classification of Faerch and Kasper's (1983) is based on a model of 
speech production in which strategic goal is the problem and the product 
of the execution phase controlled by the strategy is a solution. So, 
problem orientedness is used as a primary criterion in this taxonomy 
while consciousness is as a secondary defining criterion. "This taxonomy 
drew a distinction between two major types of communication strategies: 
reduction governed by avoidance behavior and achievement governed by 
achievement behavior" '^'. 
Reduction strategies 
They are mainly of two types: 
1-formal reduction strategies 
2-functional reduction strategies 
"1 A 
Faerch and Kasper, pp. 36-37. 
Formal reduction strategies 
The second language speaker "communicates by means of a "reduced' 
system, in order to avoid producing non-fluent or incorrect utterances by 
realizing insufficiently automatized or hypothetical rules/items"^'. This 
strategy includes four sub-strategies: 
a- Phonological 
b- Morphological 
c- Syntactic 
d- Lexical 
Functional reduction strategies 
The second language learner may "reduce his communicative goal in 
order to avoid a problem. The reduction can attain the character of global 
reduction, affecting the global goal, or it can be restricted to one or more 
local goals (local reduction)"^\ This strategy is used with these tliree 
elements of communicative goals: 
a-Actional reduction, 
b-Model reduction, 
c-Reduction of propositional content 
Achievement strategies 
Learner attempts to solve a problem by expanding his communicative 
resources: 
•^ ' ibid., p. 38. 
" ibid., p. 43. 
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a- Code switching 
b- Transfer 
c- Interlanguage-based strategies 
d- Co-operative 
e- N on-linguistic 
Tarone's typology 
The taxonomy of Tarone (1977^\ cited in Tarone 1983^ "*) is formed of 
five major strategies. Each of these strategies describes the way a 
language learner solves the communicative problem. On some occasions 
the learner stops talking since the communication opens a new topic that 
seems difficult to be managed. This is because speaking about that topic 
becomes a risk. Thus, the learner abandons his intent since he feels that 
he lacks the linguisfic resources. 
1- Paraphrase 
It is 'V/?e rewording of the message in an alternate, acceptable target 
language construction''^^ This strategy involves tliree strategies: 
Elaine Tarone, "Conscious Communication Strategies in Interlanguage," in H.D. 
Brown, A. Yorio and R.C. Crymes (eds.). On TESOL '77: teaching and Learning 
ESL (Washington, D.C.: TESOL, 1977). 
"3 4 
Elaine Tarone, "Some Thoughts on the Notion of Communication Strategy," in 
Claus Faerch and Gabriele Kasper (eds). Strategies in Interlanguage 
Communication, (New York: Longman Inc., 1983). 
Elaine Tarone, Andrew Cohen and Guy Dumas, "A Closer Look at Some 
Interlanguage Terminology: a Framework for Communication Strategies," in Claus 
Faerch and Gabriele Kasper (eds), Strategies in Interlanguage Communication 
(New York: Longman Inc., 1983) 10. 
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A - Approximation, {the use of a single target language 
vocabulary item or structure, which the learner knows is not 
correct, hut which shares enough semantic features in common 
with the desired item to satisfy the speaker.)'^' 
B - Word coinage: (the learner makes up a new word in order to 
communicate a desired concept, e.g. air ball for balloon.)' 
C - Circumlocution: {the learner describes the characteristics or 
elements of the object or the action instead of using the 
appropriate target language item or .structure.)'''' 
2- Borrowing 
This strategy includes two types: 
A - Literal translation: {the learner translates word for word from 
the native languageY^ 
B - Language switch: {the learner uses the native language term 
without bothering to translateY" 
3- Appeal for assistance 
{The learner asks for the correct termY^ 
^^ ibid., p. 62. 
"ibid. 
'' ibid. 
'' ibid. 
'' ibid. 
'^ ibid. 
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4- Mime 
(The learner uses non-verbal strategies in place of a lexical item or 
actionY^ 
5- Avoidance 
Sometimes learner goes into difficult topics that he cannot manage, so he 
either tries to avoid some parts of that topic or to drawback the whole 
topic to another one. Avoidance can be of two types: 
A- Topic avoidance: (the learner simply tries not to talk about 
concepts for which the target item or structure is not known.^" 
B- Message abandonment: (the learner begins to talk about a 
concept but is unable to continue and stops in mid-utterance.Y'^ 
Bialystok's taxonomy (1983) 
Bialystok developed a taxonomy that was based mainly on the typology 
of Tarone (1977) with conceptual reorganization. Its basis was a 
consideration of the source of the information on which the strategy was 
based. Bialystok (1983) explained that the information that was 
incorporated into strategic effort might be derived from "qj the learners' 
source language, or any language other than the target language; h) the 
target language itself or c) non-linguistic or contextual information 
given with the situation"'^-. The proposed taxonomy, therefore, that was 
based on these distinctions were referred to as; 
I ibid. 
ibid., p. 63. 
'' ibid. 
"•^  Bialystok, p. 105. 
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First language-based strategies 
Language switch: {refers to the insertion of a word or phrase in a 
language other than the target language, usually the learner's 
native language.Y^ 
Foreignizing native language item: (is the insertion of non-
existent or contextually inappropriate target language words by 
applying target morphology and or phonology to the native 
language lexical item.Y^ 
Transliteration: (reflects the use of target language lexicon and 
structure to create a, usually non-existent, literal translation of a 
native language item or phrase, f^ 
Target language-based strategies 
Semantic contiguity: (is defined as the use of a single lexical item 
which shares certain semantic features with the target itemf 
Description: (has three sub classifications which indicate the 
information which has been incorporated mto the description. They 
are)-'"; 
'' ibid. 
'' ibid. 
'' ibid. 
"•^  ibid., p. 106. 
'' ibid. 
General physical properties: {refer to universal features of objects, 
that is, color, size, material, and spatial dimensionY^ 
Specific distinguishing features, {are usually marked by the 
surface structure)'^ 
Interactional/ functional descriptions, {indicate the functions of 
an object and the actions thai can be performed with it)''' 
Word coinage: {the creation of target lexical item by selecting a 
conceptual feature of the target item and incorporating it into the 
target language morphological systemf^ 
Non-linguistic strategies: 
''they refer to the use of non-verbal actions to convey the meaning 
of a target language item, such as mime''--
Bialystok (1990) classification 
In a study investigating the validity of the previous classifications, 
Bialystok rejected all the taxonomic approaches and tried to classify 
communication strategies according to a binary system that takes into 
consideration the criterion of classifying communication strategies 
according to the difference in the cognitive processing of the utterances 
rather than the surface structures. She assigned two strategies: 
=• ibid. 
'' ibid. 
" ibid, 
-'^ibid., 107. 
"ibid. 
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Anaiysis-hased stratc<^y 
(// is an attempt to convey the structure of the intended concept by 
making explicit the relational defining featwes. The strategies from 
the descriptive taxonomies thai are included in the analysis-based 
strategv are circumlocution, paraphrase, transliteration, and 
word coinage where the attempt is to incorporate distinctive 
features into the expression, and mime where the attempt is to 
convey important properties.)''' 
Control-based strategy 
(// is to switch attention away from the linguistic system being used 
and focus instead on some other symbolic reference system that 
c an achieve the same communicative function) 57 
Paribakht\s raxonomy 
Paribakht (1985)'^ suggests that there are four approaches which are used 
to solve the communicative problems: linguistic approach, contextual 
approach, conceptual approach, and mime. 
Linouistic approach 
This first major category of communication strategies with which the 
learner ""exploits the semantic features of the target items''^'^ that intends 
to be conveyed. 
Bialy.slok(1990): p. 133, 
• ' i b i d ' 
Tahcreh Paribakht. "Strategic Competence and Language Proficiency," Applied 
l>inj»ijis(ic.s. Vol.: 6/2 pp.132-146 (1985). 
' ' ibid., p. 135. 
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Semantic contiguity, "the speaker exploits items that semantically 
relate to the target item'"^'^ at a super-ordinate class, positive 
comparison 'such as analogy and synonym' or negative 
comparison 'such as contrast and antonymy'. 
Circumlocution: This second subcategory of the linguistic 
approach is "an attempt to describe the characteristics of (he 
concept. "^' It includes Physical description, constituent features, 
locational property, historical property, and functional description. 
Meta-linguistic description: "the speaker gives meta-linguistic 
information on the target item. "^ '^  
Contextual approach 
The second major approach is an attempt to "exploit the contextual 
knowledge about the target item rather than its semantic features."" 
There are four subcategories of contextual knowledge: 
Linguistic context ''the speaker provides the interlocutor with the 
linguistic context of the target ilem.'"^''^ 
Target language idioms and proverbs ''the ."speaker exploits his 
knowledge of target idioms or proverbs to refer the interlocutor to 
a specific and popular context where the target item is used"^' 
'' ibid. 
'^' ibid., 136. 
'' ibid, 
'^ •'ibid., 137. 
'' ibid. 
'' ibid. 
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Transliteration of first language idioms and proverbs ''the 
speaker exploits one 's knowledge of target idioms or proverb to 
refer the interlocutor to a specific and popular context where the 
target item is used. "^ '^ ' 
Idiomatic transfer "it involves reference to some semantic feature 
of an LI idiom, as opposed to its actual translation assuming that it 
will work the same way in the target language.'"^^ 
Conceptual approach 
The third major strategy is "an attempt to exploit the speaker's world 
knowledge and of a particular situation.'"^'^ This strategy includes: 
Demonstration "creates a concrete context that reflects the target 
concept.''''^ 
Exemplification "refers to examples such as certain people, 
occasions, or real events that correspond to the target concept.''^'^ 
Metonymy refers to "a concept that is represented through a 
prototype member of that concept.''^^ 
Mime 
The fourth main strategy exploits "the speaker's knowledge of meaningful 
gestures'' ''^ to convey his message nonverbally. This strategy includes 
two sub categories: 
Replacing verbal output "this strategy is used by the speaker to 
substitute for a linguistic output. "" 
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ibid. 
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Accompanying verbal output '"(he speaker uses a meaningful 
gesture accompanying his verbal output. "^ '* 
(II) Language Learning Strategies 
Brief History 
As a resuh of the development in the cognitive psychology, which 
particularly affected language-learning research, a new area of research 
focused on the learner's factors has emerged. The first study that targeted 
the learning strategy was carried out by Carton and Magaud (1966^', cited 
in Hismanoglu, 2000)^^ In the 70s, the learner strategy research led to a 
remarkable progress in understanding the importance of the learner and 
his role in the whole learnmg process. However, at that time the primary 
concern was on identifying the good language learner's characteristics, 
how they learn a second or foreign language. So far, many studies have 
been commenced aiming at discovering the principles of language 
learning and the features that are supposed to foster the process of 
language acquisition. 
"Rubin (1975)", the well-known American socio-linguist, began to 
pursue the idea of investigating language learning by studying the 
]'. ibid. 
Aaron Carton and Nancy Magaud, The Method of Inference in Foreign 
Language Study, (New York; The Research Foundation of the City University of 
New York, 1966). 
Murat Hismanoglu, "Language Learning Strategies in Foreign Language Learning 
and Teaching," The Internet TESL Journal, \o\:. 1/8 (2000) 
<http://iteslj.org/Articles/Hismanoglu-Strategies.html> 
Joan Rubin, "What the Good Language Learner Can Teach Us," TESOL 
Quarterly, Vol.: 9/1 pp. 41-51 (1975). 
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strategies of good language learners" '^* with the aim once leaning 
strategies were identified, such strategies could be made available to less 
successful learners. In her study "she observed language classes directly, 
on videotape, elicited observation from second language teacher and 
observed in language learning situation. On that basis, she established a 
provisional list of seven learning strategies''^^. "Her classification of 
strategies was in terms of processes contributing directly or indirectly to 
language learning."^" In 1975, Stern also proposed a list of ten 
characteristics that was similar to Rubin's. 
Those early studies marked a new direction in which the focus turned on 
the learner's characteristics and needs. Though the focus of such studies 
was on the characteristics of the good and successful language learner, 
the main aim was to help unsuccessful language learners. In this respect 
many propositions were suggested and many studies were commenced 
that recommended teaching the features of good language learners to 
those who have difficulties in their language learning. However, still 
there might be some other factors that always interfere to limit the effect 
of strategic behavior in learning process; otherwise, such ideas would 
change so many things and language learning strategies would be the 
magic prescription for less successful learners to overcome the 
difficulties in language learning. 
'^^ HH Stern, Fundamental Concepts of Language Teaching, 7th edition, (Oxford: 
Oxford University Press, 1983/1991) 405. 
^^Stern, (1983); pp. 405-40(5. 
^^' Michael J. O'Malley and Anna Chamot, Learning Strategies in Second language 
Acquisition, (Cambridge: Cambridge University Press, 1990) 3. 
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Definitions of learning strategies 
According to Ellis (1994)^' the definition of learning strategies is still 
ambiguous in the sense that it produces a number of problems. He 
identifies five problems. The first problem addresses the perception of the 
learning strategies, "whether they are to be perceived of as behavioral 
(and therefore observable) or as mental, or as both".**^  The second 
problem centers on the nature of the activities that are considered learning 
strategies. Ellis announces, "there is a considerable uncertainty"^^ in 
accounting some behaviors as strategies or as techniques. Referring to the 
definition of Stern (1983) 
"strategy was best reserved for general tendencies or overall 
characteristics of the approach employed by the language learner, 
leaving learning techniques as the term to refer to particular forms of 
observable learning behavior, more or less consciously employed by 
learner" '^*. 
The third problem is "whether learning strategies are to be seen as 
conscious and intentional or as subconscious"^'. The fourth problem is 
"whether learning strategies are seen as having a direct effect on 
interlanguage development"^^ The fifth concerns the differences in the 
opinions about "what motivates the use of learning strategies".^'' Here are 
some of the definitions of language learning strategies by some scholars: 
*^' Rod Ellis, The Study of Second Language Acquisition, (oxford: Oxford 
University Press, 1994)531. 
'' ibid. 
'' Ibid. 
^^ Stern , p. 405. 
^-'Ellis (1994): p. 531. 
' ibid., p. 532. 
'' ibid. 
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Bialystok (1978) defines learning strategies as ''optional methods for 
exploring availahle information to increase the proficiency of second 
language learning'"^^ 
Tarone (1980) defines learning strategies as ''attempts to develop 
linguistic and sociolinguistic competence in the target language''^'^. Her 
main emphasis is on differentiating learning strategy from 
communication strategy. 
Faerch and Kasper (1983) stress that a learning strategy "can he 
conceived of as a process in which the learner gradually develops his 
interlanguage system by establishing hypothetical rules (hypothesis 
formation) and by testing them out (hypothesis testing)"'^^^ 
Rubin (1987^'; cited in Yutaka, 1996''^ ) defines learning strategies as 
those "strategies which contribute to the development of the language 
system which the learner constructs and affect learning directly" 
Richards, Piatt and Piatt (1992) state that learning strategies are 
"intentional behavior and. thoughts used by learners during learning so 
'^^ Ellen Bialystok, "A theoretical Model of Second Language Learning," Language 
Learning, Vol.: 28/1 pp.69-83 (1978) 76. 
SO 
Elaine Tarone, "Communication Strategies, Foreign Talk and Repair in 
Interlanguage," Language Learning, Vol.: 30/2 pp417-431 (1980): 419. 
90 
91 
Faerch and Kasper (1983) 53. 
Joan. Rubin, "Learner Strategies: Theoretical Assumptions, Research History and 
Typology," In A. Wenden and Joan Rubin (Eds.), Learner Strategies and Language 
Learning, (Englewood Cliffs, NJ: Prentice Hall, 1987) 23. 
Tamada Yutaka, Japanese Learners' Language Leaning Strategies: The 
Relationship between Learners' Personal Factors and Their Choice of Language 
Learning Strategies, Master thesis, Lancaster University: England, (1996) 8 
<http://www.eric.ed.gov/ERICDocs/data/ericdocs2/content_storage_01/0000000b/80/ 
23/ab/ae.pdf>. 
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as to better help them understand, learn, or remember new 
information"'^^ 
Scarcella and oxford (1992'^'', cited in oxford, 2003^") define learning 
strategies ''as specific action, behaviors, steps techniques [or thoughts] 
used by students to enhance their own learning". 
Cohen, Weaver, and Li (1996) define learning strategies as ''the 
conscious thoughts and behaviors used by students to facilitate language 
learning tasks and to personalize the language learning process.'"^^ 
Alike, Chamot (2004) defines learning strategies as "the conscious 
thoughts and actions that learners take in order to achieve a learning 
goar\ 
Characteristics of good language learners 
Brown (1987) observes 
"during 1970s teachers and researchers came to realize that no single 
research finding and no single method of language teaching would 
usher in an era of Utopia of absolute, predictable success in teaching a 
second language. It was observed that certain learners seemed to be 
successful in spite of methods or techniques. This led to take into 
Jack Richards, John Piatt, and Heidi Piatt, Longman Dictionary of Language 
Teaching & Applied Linguistics, (Essex: Longman Group U.K. Limited, 1985) 209. 
'^ Rubin Scarcella and Rebecca Oxford, The Tapestry of Language Learning: The 
Individual in the Communicative Classroom,(Boston: Heinle and Heinle, 1992) 62 
'" Rebecca Oxford, "Language Learning Styles and Strategies: Concepts and 
Relationships," IRAL, Vol.:^41/3 pp.271-278 (2003) 274. 
'^' Andrew Cohen, Susan J. Weaver, and Tao-Yuan Li, "The Impact of Strategies-
Based on Speaking a Foreign Language, Research Report," CARLA Working Paper 
Series #4: University of Minnesota (1996) 3 
<http://www.carla.umn.edu/about/profiles/CohenPapers/SBIimpact.pdf> 
'^' Anna Chamot, "Issues in Language Learning Strategy Research and Teaching," 
Electronic Journal of foreign Language Teaching, Vol : 1/1 pp 14-6 (2004) 
l<http://e-flt.nus.edu.sg/vlnl2004/chamot.pdf>. 
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consideration the importance of the individual variation in language 
learning. Some learners seemed to have capabilities to succeed; some 
others lacked those capabilities. That observation led some researchers 
such as (Rubin, 1975 and Stern 1975) to describe good language 
learners in terms of their personal characteristics, styles, and 
strategies". 
Rubin (1975, in Brown, 1987^^ ) suggests that good L2 learners are willing 
and accurate guessers, have a strong drive to communicate, are often 
uninhibited about their weaknesses in the second language and ready to 
risk making mistakes, are willing to make mistakes, focus on form by 
looking for patterns and analyzing, take advantage of all practice 
opportunities, monitor their speech as well as that of others, and pay 
attention to meaning. 
Stern, (1975'™, cited in McDonough, 1999''^ ') claimed that his list often 
strategies is nominated as features that mark out good language learning. 
Thus, "good language learners are those who have their own personal 
learning styles or positive learning strategies. They are active in 
approaching the learning task. They tolerate their and others' mistakes in 
the target language, sociable and empathetic with its speakers. They 
consciously tackle a language using technical know-how about how". 
They experiment and plan with the object of developing the new 
language into an ordered system and revise this system progressively. 
^^  H. Douglas Brown, Principles of Language Learning and Teaching, (Englewood 
Cliffs N.J.: Prentice Hall Regents, 1987) 91-92. 
'^ ^ Brown, p. 92. 
'"" H.H. Stern, "What Can We Learn From the Good Language Learner'^" Canadian 
Modern Language Review, Vol.: 31/1 pp.304-18 (1975) 31. 
"^ ' Steven McDonough, "Learner strategies," Language Teaching, Vol.: 32/1 pp. 1-18 
(1999) 1. 
76 
They constantly search for meaning. They have willingness to practice. 
They have willingness to use the language in real communication. They 
self-monitor. They have critical sensitivity to language use. They develop 
the target language more and more as a separate reference system and 
learn to think in it. 
Problems in classifying learning strategies 
Taking into consideration the various systems underlying the 
classification of learning strategies, Oxford (1994) has commented, 
"an apparent failure in agreement on almost two dozen L2 strategy 
classification systems have been divided into the following groups: (1) 
systems related to successful language learners (Rubin, 1975); (2) 
systems based on psychological functions (O'Malley & Chamot, 1990), 
(3) linguistically based systems dealing with guessing, language 
monitoring, formal and functional practice (Bialystok, 1981) or with 
communication strategies like paraphrasing or borrowing (Tarone, 
1983); (4) systems related to separate language skills (Cohen, 1990); 
and (5) systems based on different styles or types of learners (Sutter, 
1989). The existence of these distinct strategy typologies indicates a 
major problem in the research area of L2 learning strategies: lack of a 
coherent, well-accepted system for describing these strategies." 
Taxonomies of language learning strategies 
Language Learning Strategies have been classified by many scholars such 
as O'Malley and Chamot 1985, Wenden and Rubin 1987, Oxford 1990 
"'^ ^ Rebecca Oxford, Language learning strategies, an update, (CAL Digest: Center 
for Applied Linguistics, 1994) < http://www.cal.org/resources/di.gest/oxford01.html>. 
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and Stern 1992. Some of these attempts to classify language-learning 
strategies will be traced here. 
Rubin's classification of learning strategies 
Rubin, who pioneered much of the work in the field of strategies, makes 
the distinction between strategies contributing directly to learning and 
those contributing indirectly to learning. According to Rubin (1987, cited 
in Hismanoglu, 2000), there are three types of strategies used by learners 
that contribute directly or indirectly to language learning. These are: 1) 
Learning strategies, 2) Communication strategies, and 3) Social 
strategies. 
Learning strategies 
They are two main types of learning strategies that contribute directly to 
the development of the language system constructed by the learner: 
cognitive learning strategies and meta-cognitive learning strategies 
A- Cognitive learning strategies 
They refer to the steps or operations used in learning or problem solving 
that require direct analysis, transformation, or synthesis of learning 
materials. Rubin identifies six main cognitive learning strategies 
contributing directly to language learning: I- Clarification / Verification, 
II- Guessing / Inductive Inference, 111- Deductive Reasoning, IV-
Practice, V-Memorization and VI-Monitoring. 
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B- Meta-cognitive learning strategies 
These strategies are used to oversee, regulate or self-direct language 
learnmg. They involve various processes as: I- Planning, II- Prioritizing, 
III- Setting goals, and IV- Self-management. 
Oxford's (1990) classification of language learning strategies 
Oxford (1990'"^ cited in Hismanoglu, 2000) divides language learning 
strategies into two main classes: direct and indirect. They are further 
subdivided into six groups. In Oxford's classification, meta-cognitive 
strategies help learners to regulate their learning. Affective strategies are 
concerned with the learner's emotional requirements such as confidence, 
while social strategies lead to increase interaction with the target 
language. Cognitive strategies are the mental strategies learners use to 
make sense of their learning, memory strategies are those used for storage 
of information, and compensation strategies help learners to overcome 
knowledge gaps to continue the communication. Oxford's taxonomy of 
language learning strategies is shown in the following: 
7- Direct strategies 
A-Memory 
B- Cognitive 
C- Compensation strategies 
2- Indirect strategies 
D- Meta-cognitive strategies 
E- Affective strategies 
F- Social strategies 
"^  Rebecca Oxford, Language Learning Strategies: What Every Teacher Should 
Know, (New York: Newbury, 1990). 
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It can be noticed that much of the recent work in this area has been 
underpinned by a broad concept of language learning strategies that goes 
beyond cognitive processes to include social and communicative 
strategies. 
O'Malley's classification of learning strategies 
O'Malley et al. (1985)'"Mivides learning strategies into three main 
subcategories: meta-cognitive strategies, cognitive strategies, and socio-
affective strategies. 
I) Meta-cognitive strategies'"" 
''Selective attention', deciding in advance to all end to specific 
aspects of language input or situational details that will cue the 
retention of language input. 
Self-management, understanding the conditions that help one 
learn and arranging for the presence of those conditions. 
Directed attention: deciding in advance to attend in general to 
learning task and ignore irrelevant distraction. 
Self-monitoring: correcting one's speech for accuracy in 
pronunciation, grammar, vocabulary, or for appropriateness 
related to the setting or to the people who are present. 
Self-evaluation: checking the outcomes of one's own language 
leaning against an internal measure of completeness and accuracy. 
'"'' Joan O'Malley, Anna Chamot, Gloria Stewner-Manzanares, Lisa Kupper and 
Rocco Russo, "Learning strategies used by beginning and intermediate ESL students," 
Language Learning, Vol.: 35/1 pp.21-46 (1985). 
'"-' ibid., p. 33, 
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Delayed production: consciously deciding to postpone speaking in 
order to learn initially through listening comprehension ". 
Advanced organizers: making a general hut comprehensive 
preview of the organizing concept or principle in an anticipated 
learning activity. 
Self-evaluation: checking the outcomes of one's own language 
learning against an internal measure of completeness and 
accuracy. 
Self-reinforcement: arranging rewards for oneself when a 
language learning activity has been accomplished successfully.'' 
II) Cognitive strategies'^ ^^ 
Cognitive strategies are more limited to specific learning tasks and they 
involve more direct manipulation of the learning material itself The 
following strategies are among the most important cognitive strategies: 
Repetition: limiting a language model, including overt practice 
and silent rehearsal. 
Resourcing: using target language reference materials. 
Translation: using the first language as a base for understanding 
and or producing the second language. 
Grouping: recording or reclassifying, and perhaps labeling, the 
material to be learned, based on common attrihutes. 
Note-taking: writing down the main idea, important points, outline, 
or summary of information presented orally or in writing. 
Deduction', consciously applying rules to produce or understand 
the second language. 
106 ibid, pp. 33-34. 
Recombination: constructing a meaningful sentence or larger 
language sequence by combining known elements in a new way. 
Imagery: relating new information to visual concepts in memory 
via familiar, easily retrievable visualizations, phrases, or locations. 
Auditory representation, retention of the sound or a similar for a 
word, phrase, or longer language sequence. 
Key word: remembering a new word in the second language by a) 
identifying a familiar word in the first language that sounds like or 
otherwise resembles the new word and b) generating easily record 
images of some relation ship between the new word and familiar 
word. 
Contextiialization: placing a word or phrase in a meaningful 
language sequence. 
Elaboration: relating new information to other concepts in 
memory. 
Transfer: using previously acquired linguistic and or conceptual 
knowledge to facilitate new items, predict outcomes, or fill in 
missing information. 
Inferencing: using available information to guess meanings of new 
items, predicts outcomes, or fills in missing information. 
Ill) Socio mediation strategies''^^ 
Cooperation: working with one or more peers to obtain feedback, 
pool informal ion, or model a language activity. 
Question for clarification: asking teacher or other native speaker 
for repetition, paraphrasing, explanation, and or examples. 
'"'ibid., p. 34. 
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Stern's classifications of learning strategies 
Stem (1992"^ ,^ cited in Hismanoglu, 2000) introduced a different 
classification of learning strategies that are highly based on the new 
trends in language learning research. Unlike the old one that included ten 
strategies, this new classification included five main language-learning 
strategies. They are as follows: management and planning strategies, 
cognitive strategies, coirununicative - experienfial strategies, 
interpersonal strategies, and affective Strategies. 
1-Management and planning strategies 
These strategies are related with the learner's intention to direct his own 
learning. A learner can take charge of the development of his own 
program when he is helped by a teacher, whose role is that of an adviser 
and resource person. That is to say that the learner must: decide what 
commitment to make to language learning, set himself reasonable goals, 
decide on an appropriate methodology, select appropriate resources, and 
monitor progress, evaluate his achievement in the light of previously 
determined goals and expectations (Stern 1992'"^ cited in Hismanoglu, 
2000). 
2-Cognitive strategies 
They are steps or operations used in learning or problem solving that 
require direct analysis, transformation, or synthesis of learning materials. 
In the following, some of the cognitive strategies are exhibited: 
H H Stern, Issues and Option in Language Teaching, (Oxford: Oxford 
University Press, 1992)262-266. 
ibid., p. 263. 
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/- clarification verification 
II- guessing inductive inferencing 
III- deductive reasoning 
IV-practice 
V-memorization 
VI- monitoring 
3-Communicative - experiential strategies 
Communication strategies, such as circumlocution, gesturing, paraphrase, 
or asking for repetition and explanation are techniques used by learners 
so as to keep a conversation going. The purpose of using these techniques 
is to avoid interrupting the flow of communication (Stern 1992"", cited in 
Hismanoglu, 2000). 
4-Interpersonal strategies 
The learners should monitor their own development and evaluate their 
own performance. They should establish contact with native speakers and 
cooperate with them. They must become acquainted with the culture of 
the target language, (Stern 1992'", cited in Hismanoglu, 2000). 
5-Affective strategies 
It is evident that good language learners employ distinct affective 
strategies. Language learning can be frustrating in some cases. In some 
"Sbid., p. 256. 
"'ibid., pp. 265-266. 
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other cases, second language learners may have negative feelings about 
native speakers of second language. Good language learners are more or 
less conscious of these emotional problems. Good language learners try 
to create associations of positive attitudes towards the foreign language 
and its speakers as well as towards the learning activities involved (Stern 
1992'", cited in Hismanoglu, 2000). 
"^ ibid., p. 266. 
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Research Methodology 
Introduction: 
Collection of data from second language learners is quite a difficult task 
because there are certain factors that always interfere in selecting and 
projecting the situations in which learners are expected to communicate 
or produce the type of language required for specific purpose. In this 
chapter this researcher v/ill review some of the methodological strategies 
used in some previous studies and will try to choose the suitable one that 
can help m carrying out this study and fulfilling its aims. 
Methods of eliciting communication strategies 
The different perspectives on strategic competence projected diversity in 
the methodologies used in communication strategy research. This can be 
noticed in the different ways of eliciting the communication strategies 
from speech production of the subjects. From the existing literature we 
can observe two perspectives to communication strategy. The 
interactional approach supposed that the negotiation of meaning in an 
interaction between at least two interlocutors is the criterion that should 
be taken into account. Therefore the right way for collecting data related 
to communication strategies is through tasks that stimulate interaction 
between two interlocutors. On the other hand, Psychological approach 
focuses mainly on the processes involved in producing language rather 
than on the end product of those processes. However, Faerch and Kasper 
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(1983)' claim that the choice of the strategy relates to the nature of the 
problem to be solved. Bialystok (1990)^ believes that the type of 
elicitation method is important in determining the strategies that will be 
obsei'ved. She explains that learners will adjust the way in which they 
approach a problem according to their perception of what is relevant. 
Here are some of the methods of elicitation that were reviewed by 
Wongsawang, (2001)' and Bialystok (1990)^ 
Picture description 
Picture description is a common task that has been used in some 
communication strategy studies. Poulisse (1990 in Wongsawang, 20001)^ 
used this method in which the English learner participants were asked to 
describe what objects they saw, so that an English native speaker would 
be able to identify the object later when listening to recordings of the 
description. So far, this method is the best one and the easiest to be used 
for eliciting the communication strategy, but this method may also suffer 
from some shortcomings that may affect the identification of the strategic 
behavior. Some time the learners cannot predict what is required by them 
to do. This is always due to the fact that people differ in their way of 
reading the pictures. So, the picture to be presented should be clear and 
known to the learners otherwise the learner's behavior will be affected by 
Claus Faerch and Gabriel Kasper, "Plans and Strategies in Foreign Language 
Communication," in Claus Faerch and Gabriel Kasper, Strategies in Interlanguage 
Communication, (Essex: Longman Group Limited, 1983) 37. 
Ellen Bialystok, Communication Strategies: A Psychological Analysis for 
Second -Language Use, (Oxford: Basil Blackwell, 1990) 48. 
Piyasuda Wongsawang, "Cuhural-Specific Notions in L2 Communication 
Strategies," Second Language Studies, Vol.: 19/2 pp.111-135, (2001) 112 
< http://www.hawaii.edu/sls/uhwpesl/19(2)/Wongsawang pdf>. 
^ Bialystok, p. 50. 
" Wongsawang, p. 112. 
87 
the ambiguity of the objects to be addressed. Also the instructions of the 
researchers should be precise for the required task to avoid 
misunderstanding. 
Concept identification task 
This method has been used by Paribakht (1985)'' and Chen (1990)'. It was 
called by Bialystok (1990)^ "word translation". In this task, learners are 
given some lexical items that represent concrete as well as abstract 
concepts. The abstract concepts lack any visual clues that are expected to 
place heavy linguistic and cultural burden on the speakers than concrete 
concepts. Poulisse (1990^, cited in Wongsawang)'" used abstract figure 
description instead of the lexical ones to increase the linguistic burden on 
the speaker. The abstract figure description task, in fact, is suitable to be 
used to compare between the use of communication strategies by the 
native and the non-native speaker. The shortcoming of concept 
identification task is the difficulty in verifying whether the concepts are 
not affected by the speaker's modifications as a result of personal, 
educational, and cuhural factors. 
Story-telling 
This method is called by Bialystok, (1990)" ' narration'. Story-telling 
tasks have been used with varying procedures in the studies of 
Tahereh Paribakht, "Strategic competence and language proficiency," Applied 
Linguistics, Vol.: 6/2 pp. 133-146, (1985): 133. 
Si-Qing Chen, "A study of communication strategies in interlanguage production by 
Chinese EFL learners," Language Learning, Vol.: 40/2 pp.155-187, (1990): 159-
160. 
^ Bialystok, p. 50. 
Nanda Poulisse, The Use of Compensatory Strategies by Dutch Learners of 
English, (Dordrecht, N.L.: Foris, 1990). 
'" Wongsawang(2001): p. 113. 
Bialystok, p, 50. 
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communication strategies. In the study of Dechert (1983)'^, a story, 
represented in a cartoon of six scenes. The learners are asked to tell a 
story from the cartoon pictures without verbal information. In the study of 
Poulisse (1990, in Wongsawang, 2001)" the participants are asked to 
retell m English a story read to them once in their first language. In both 
studies, the content of the stories was manipulated and controlled by the 
researchers to provide enough problematicity so that communication 
strategy could be elicited. Where as in Raupach's (1983)''' study the story 
is presented to the students in a written form in their first language. 
This type of tasks was used in this study to identify the communication 
strategies used by English major students of Taiz University. The task 
was chosen for its applicability and its suitability for the situation of 
Yemen due to cuhural reasons. Also, it was preferred for it is possible for 
the learners to generate new ideas by elaborating the details of the story. 
The story used in this study was in a form of two pictures of a thirsty 
crow looking for water. The students were given a chance to create their 
own ideas beside the Arabic explanation, which was offered by the 
researcher. The Arabic explanation focused on the main elements of the 
story. They were: 
1- a thirsty crow 2- looked for water 3- sat on a branch of a tree 4-
saw a jar 5- half-filled 6- could not reach the water 7- saw pebbles 
near the jar 8- picked up pebbles and 9-dropped them into the jar 10-
the level of the water rose high 11- drank. 12- flew away. 
'^  Hans Dechert, "How Stoiy is Done in a Second Language," in Claus Faerch and 
Gabriel Kasper, Strategies in Interlanguage Communication, (Essex: Longman 
Group Limited, 1983) 179. 
~ Wongsawang, p. 113. 
Manfred Raupach, "Analysis and Evaluation of Communication Strategies," in 
Claus Faerch and Gabriel Kasper, Strategies in Interlanguage Communication, 
(Essex: Longman Group Limited, 1983) 200. 
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Oral interview 
"The most common instrument used to elicit communication strategies is 
oral interview and conversations'"", hi my opinion, if the issues to be 
included in the interview are not planned by researcher and learners are 
not forced to communicate these issues this will initiate a kind of 
naturalistic environment for language production. In some cases the 
interviewer can plan the interview with no attention being paid to the 
learner. In Haastrup and Phillipson's (1983)'^ study, a conversation 
between Danish learners and native speakers is used. At the conversation, 
native speakers and the learners are given a list of topics that they can 
refer to if needed. Also Poulisse (1990, in Wongsawang, 2001)'' used 
oral interviews between participants, non-native speakers and a native 
speaker of English. Similarly to Haastrup and Phillipson, the topics of the 
interviews are determined beforehand to assure that unfamiliar concepts 
are included, forcing the participants to use communication strategies. 
According to Kasper & Kellerman (1997; in Wongsawang, 2001)"^ the 
problem with this kind of elicitation is that communication strategy use is 
less likely to be found due to the fact that what the participants might say 
is less controlled by the experimenters. 
Methods of eliciting learning strategies 
Learning strategies research has produced some approaches of 
discovering the strategic behavior used by second language learners to 
'•' Wongsawang (2001): p. 114. 
Kristen Haastmp and Robert Phillipson, "Achievement Strategies in Learner/Native 
Speaker Interaction," in Claus Faerch and Gabriel Kasper, Strategies in 
Interlanguage Communication, (Essex: Longman Group Limited, 1983) 142. 
Wongsawang, p.l 14. 
ibid. 
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master a second language beside their mother tongue, but most of them 
are based on the characteristics of good language learner. The common 
instrument used for the purpose of eliciting the strategies of learning has 
been through questionnaire that is almost inspired from either psychology 
of learning or research on good language learners. The other common 
technique is observation. However, there are also other techniques that 
have been used by some researchers, which are not widely common, such 
as: structured interviews, diaries, dialogue journals, and verbal reports. 
McDonough (1999)''' has reviewed some of these methods and according 
to him none of the methods of collecting information about the strategic 
behavior of the learners is without problems and there is always a danger 
that method predetermines the kind of the obtained results. 
Questionnaire 
Most of the studies conducted in terms of learning strategies employed a 
set of questions based on previous experience, or previous studies based 
on observation to be answered by the targeted subjects. In fact, the most 
common and applicable one is that of Oxford (1990). It is called "SILL" 
which stands for Strategy Inventory of Language Learning Strategies. 
There are also other questionnaires that have been based on the 
classification of O'Malley and Chamot (1985). 
Observation 
Observing the behavior of learners while they are carrying out learning 
activity is one of the techniques used by some researchers. Chesterfield 
'^S. H. McDonough, "Learner Strategies,'" Language Teaching, Vol.: 32/1 pp. I-18 
(1999)2. 
and Chesterfield (1986)-" used this technique with Spanish children 
learning English as a second language. With this technique they provided 
written field-notes on behavior of each child and audiotaped samples of 
classroom discourse. Data collection in each instance combined the 
strategies of time and event sampling, as each child is observed in 
specific activities (meal-time, small group, large group, independent play, 
seat work, recess, lunch and opening/dismissal) for the amount of time 
proportional to the percentage of time devoted to a particular activity in a 
day. Observation of each child is continued over a number of days until 
the total amount of observation time approximated that of a normal 
classroom day. 
Identifying communication strategies 
Since there is no consensus on the nature of communication strategy, the 
identification of strategic behavior becomes more complicated. Let us 
survey the criteria suggested by some researchers such as Faerch and 
Kasper (1983), Bialystok (1990) and others. 
Faerch and Kasper (1983)^' offer three types of performance features as 
evidence for strategic intervention: temporal variables, such as rate of 
articulation pauses, drawl and repeat. The second is self-repairs, such as 
false starts and new starts. The third one is speech slip, such as lapses and 
speech errors. The occurrence of temporal variables such as: unfilled and 
Ray Chesterfield and Kathleen Chesterfield, "Natural Order in Children Use of 
Second Language Learning Strategies." Applied Linguistic, Vol.: 6/1 pp.45-57 
(1985)48. 
" Claus Faerch and Gabriel Kasper, "On Identifying Communication Strategies in 
Interlanguage Production," in Claus Faerch and Gabriel Kasper (eds.), Strategies in 
Interlanguage Communication, (Essex: Longman Group Limited, 1983b) 214. 
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filled pauses, lengthening of syllables, false starts and repetitions can 
shed some light on where interlanguage users experience planning 
problems and how they go about solving them by means of 
communication strategies 
Another criteria was proposed by Bhaskaran (1988^^, in Khanji; 1996") to 
identify and detect the communication strategies: 
1. Noticeable deviant from the native speaker norm in the 
interlanguage syntax, word, choice or discourse pattern. 
2. Apparent obvious desire on the part of the speaker to 
communicate meaning to listeners as indicated by overt or covert 
discourse cues. 
3. Deviance and sometimes repetitive attempts to seek alternative 
ways, including repairs and appeals, to communicate and 
negotiate meaning. 
4. Overt pausological, hesitational and other temporal features in 
the speakers ' communicative behavior. 
5. Presence of paralinguistic and kinesics features both in lieu of 
and in support of linguistic inadequacy. 
Furthermore, Bialystok (1990) suggested the conditions of the task for 
which it can be used to elicit the use of communication strategies. 
"in order to elicit the use of communication strategies when 
appropriate target language vocabulary was lacking, a task had to be 
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Nayar Bhaskaran, Optic Glasses and Handwatches: Communication Strategies 
in ESL, Paper presented at the TESOL 1988 Convention in Chicago, (1988). 
^^  Rajai Khanji, "Two Perspectives in Analyzing Communication Strategies," IRAL, 
Vol.: 34/2 pp. 144-154 (1996) 145-156. 
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designed to meet three criteria; it had to stimulate real communication 
exchange in which one of the interlocutors was a monolingual speaker 
of the target language, second the task had to provide an incentive for 
the learner to attempt to convey difficult information, and third it was 
necessary to have control over the items for which the communication 
strategies were to be examined" . 
Difficulties in analyzing communication strategies 
Faerch and Kasper (1983) clarified the effect of the approach of defining 
communication strategies on the task of identifying communication 
strategies. 
"One significant difference between the two definitions of 
communication strategies can be directly identified in performance 
data according to the interactional definition, where as this is not 
always the case with strategies defined on the basis of the 
psycholinguistic definition. In the later case, the analyst is forced to 
rely on indirect evidence to a very large extent" "^  
Although, they believe that temporal variables are essential to the analyst 
in analyzing performance data to get a direct and complete evidence 
about planning and execution of speech production, it is important "to be 
supplemented by other techniques for instance by introspection"^^ 
Alike, Raupach (1983) commented,"" a satisfactory interpretation of those 
indicators often requires some introspective comments made by the 
learner on his own performance'"^\ Thus, without the interpretation of 
Ellen Bialystok, "Some Factors in the Selection and Implementation of 
Communication Strategies, in Claus Faerch and Gabriel Kasper (eds). Strategies in 
Interlanguage Communication, (Essex: Longman Group Limited, 1983) 103. 
^' Faerch and Kasper (1983): pp. 212-213. 
^Sbid., p. 235. 
Raupach, p. 199. 
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those indicators from the part of the learner there will be confusion 
between errors and communication strategies. Sometimes the learner does 
not intend to use communication strategy rather he uses an accessible 
fossilized error. 
Another problem may arise while differentiating repairs from 
communication strategy. In repairs the learner knows the word/ phrase 
but for many reasons he uses the erroneous phrase /word then he 
remembers/pauses to use the correct one. However, this can occur 
inversely where the learner at the beginning uses the correct form then 
pauses to use the erroneous one. In my point of view, both cases can be 
considered strategic behavior, even if the result is unsuccessful 
communication, at the time that learner in both cases are not sure of 
correct form or function. This will lead us to confirm that the feature of 
'the gap in the linguistic knowledge of the learner is the main stimulus for 
using communication strategy. At time learner certainly does not know 
the correct form or function then the behavior cannot be considered a 
repair but it can be a communication strategy. 
The third problem may arise from the difficulty to notice all types of the 
avoidance strategies. Where it is impossible to guess that the learner does 
not respond because he lacks linguistic knowledge. Avoidance can be 
mixed with less comprehension from the part of the learners. Sometimes, 
the learners stop speaking in a topic or a part of it, because there is no full 
knowledge about it rather than a lack of linguistic knowledge. This may 
increase the difficulty in dealing with unseen behavior. Ellis (1984)^^ has 
attempted to overcome this problem by suggesting a procedure, "a 
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number of key information hits"^"^, that identifies the relevant information 
expected to be produced by the learners. The missing of any of them is 
considered an avoidance strategy. From the point of view of this 
researcher this technique cannot be reliable because the inclusion of the 
information of the picture almost depends on the learner's attention and 
his ability to read the required details of the image not on his linguistic 
knowledge. 
The fourth problem arises from the strategic behavior that entails an 
appeal for assistance. This communication strategy has two versions, the 
first one is 'a request for recalling a known but forgotten knowledge' 
while the second one is 'a request for missing knowledge'. Some of the 
researchers do not differentiate between these two types of behaviors. 
Faerch and Kasper (1983)^" consider the retrieval strategy a separate 
communication strategy within the achievement strategies. 
Procedures of eliciting communication strategies 
Little (1996) differentiated between two types of communicative tasks: 
communicative task that requires immediate response and that requires a 
non-immediate response, 
"The communicative tasks that require an immediate response are by 
definition reciprocal and almost oral. In the performance of such task, 
one typically depends on routinized, automatized plans, and strategic 
competence operates largely below the threshold of conscious 
awareness. In such tasks, one typically resorts to communication 
28 Rod Ellis, "Communication Strategies and the Evaluation of Communicative 
Performance," ELT Journal, Vol.: 38/1 pp. 89-44 (1984) 
''ibid., p. 41. 
If) 
Faerch and Kasper, p. 52. 
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strategies to make up for deficiencies in tiieir communicative 
competence. On the other hand, communicative task that requires non-
immediate response allows the foreign language learner time for 
intentional planning. Within the domain of reciprocal communication, 
intentional planning may entail assessing the linguistic requirement of 
the task, gathering additional linguistic resources, mentally rehearsing 
the interaction one is prepared for and trying to anticipate problems"' . 
In his argument. Little (1996)^^ claimed that the immediate reciprocal task 
contributes indirectly to the development of the learner's strategic 
competence, whereas, non-immediate and non-reciprocal task contributes 
directly to the development of learner's strategic competence. Thus, this 
researcher used both types of task to collect data with regards to the use 
of communication strategies. In particular, the following procedures were 
followed for eliciting communication strategies: 
1. Learners were asked individually to describe two pictures that 
formed a story, which was written by them in Arabic. They were 
given an oral explanation to the main elements of the story in 
Arabic. 
2. The learners were asked to tell the story that they had created in 
English orally. The students of Education were given at least ten 
minutes for planning. The students of Arts were not given any time 
for planning. 
3. The researcher read the Arabic version of each student before it 
was told in English. 
. • ^ 1 David Little, "Strategic competence and the Learner's Strategic Control of the 
Language Learning Process," Language Teaching, Vol.: 29/2 pp 94-97 (1996) 94 
'^ ibid., p. 96. 
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4. The students of Education told the story to an assistant of the 
researcher and it was audio recorded. Each student of Arts told the 
story to a partner of his level, who did not know any thing about 
the story, and was asked to write the same told story latter on in 
Arabic. 
5. The researcher listened to the story and asked the narrators 
questions related to the strategic use of some words, the student's 
intentions, especially those that were not mentioned in the Arabic 
version. 
Model of analyzing communication strategies 
This researcher identified the strategies according to the model of Faerch 
and Kasper (1983). This model was followed because it gave the study a 
better understanding of the communicative behavior of the students. This 
model includes two main processes: achievement strategies and reduction 
strategies. Some of the subcategories were disregarded for not being 
available in the present data of this study and adopted some other 
categories from other models to accommodate the findings of this study. 
(I) Reduction strategies 
According to Faerch and Kasper this strategy is called for execution when 
there is a real challenge in learner's interlanguage system for 
communicating his intention. The learner, in planning phase, is trying to 
set his goals but some times he feels that his linguistic resources are not at 
his disposal so he attempts to tackle the problem directly by altering his 
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goal in accordance with his linguistic ability (avoidance behavior). There 
two types of reduction strategies: 
1. Formal reduction: ^'in order to avoid producing non fluent or 
incorrect utterances by using insufficiently automatized or 
hypothetical rides items, learners may decide to communicate by 
means of a reduced system, focusing on stable rides and items 
which have become reasonably well automatized'^^. Formal 
reduction ''should not be taken to imply that a substantial 
reduction of the system takes place: what happens is that the 
language user in a specific communicative situation avoids using 
rules itetfis which he has at his disposal, and which in a different 
communicative situation woidd be the most appropriate way of 
reaching his communicative goal'"''I. ''All areas of II. system are 
susceptible to formal reduction'"''-. It is subclassified according to 
the source of problem: 
- At the phonological level "it is not normally the case that 
learners can simply communicate by a reduced phonological 
system "'^\ Thus it is necessary to compensate the difficulty 
of avoiding using incorrect phonological items by using 
other achievement strategies such as "overgeneralizalion or 
borrowing a LI phone"' . 
- At the morphological level, "it is similar to that at the 
phonological level where the grammatical morphemes are 
normally obligatory in particular linguistic context that 
" Faerch and Kasper (1983): p. 38. 
^^ ibid., pp. 39-40. 
"ibid.,p. 4F 
'' ibid. 
'' ibid. 
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occurs in most communicative situations """\ So the reduction 
at this level is often compensated for by the application of 
other achievement strategies such as substituting for the 
avoided morphological items syntactic or lexical items. 
At the syntactic level, at this level, the learner's decision to 
use a reduction strategy depends mainly on the optional or 
obligatory of the structure as he conceives it. If he uses 
reduction strategy with an obligatory structure it will result 
in either functional reduction or erroneous utterances. 
However, using reduction with optional structure by simply 
ignoring one rule and applying another one may result in a 
well-formed language. This type of reduction is difficult to 
detect and the application of the strategy only is shown 
through the overuse of particular structures. 
At the lexical level, this type of reduction is very common 
among the learners of English. "// can be achieved by the 
application of reduction strategies (such topic avoidance) 
or achievement strategies (paraphrase). "'^ 
2. Functional reduction: ""functional reduction can be employed if 
learners experience problems in the planning phase (due to 
insufficient linguistic resources) or in the execution phase (retrieval 
problems), and if their behavior in the actual situation is one of 
avoidance, rather than achievement. By adopting a functional 
reduction strategy the learner reduces his communicative goal in 
order to avoid the problem. Such reduction can attain the character 
of 'global reduction', affecting the global goals, or it can be 
'' ibid. 
•^ ' ibid., p. 42. 
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restricted, to one or more local goals ' local reduction '. For obvious 
reasons, global reduction cannot occur as a result of retrieval 
problems"'*". This reduction is subclassified into three: 
- Actional reduction: this type of reduction is related to the 
''learner's problem in performing a specific speech act'"^^. 
- Modal reduction: this type of reduction is related to 
problems in marking their utterances appropriately for the 
functions of the speech act. 
- Prepositional reduction: this type of functional reduction is 
related to problems in the prepositional content. "It 
comprises strategies such as topic avoidance, message 
abandonment, and meaning replacement (semantic 
avoidance) "''\ Topic avoidance refers to the strategy of 
avoiding formulating goals that includes topics that are 
perceived as problematic to the learner from a linguistic 
point of view. In topic avoidance the learner says nothing at 
all about a given topic. "If is used exclusively in connection 
with problems in the planning phase"''-. Message 
abandonment is the halt that comes after the initiation of the 
speech when the learner faces a difficulty with a target 
language form or rule. In this strategy the learner ignores 
part of the topic and continues with out an appeal for 
assistance. Meaning replacement is altering the initial goal 
to one that is easier to be carried out which falls within the 
intended prepositional content but referring to it by means of 
'"ibid., p. 43. 
'• ibid. 
^^ ibid., p. 44. 
'' ibid. 
a more general expression. In semantic avoidance the learner 
says almost what he wants to say about a given topic. 
(II) Achievement strategies 
Achievement strategies include two types: compensatory strategies and 
retrieval strategies. They aim at solving problems in the planning phase 
due to the lack of linguistic resources. The retrieval strategies include 
five types: waiting for the term to appear, appealing to formal similarity, 
retrieval via semantic fields, searching via other languages, from 
learning situation, sensory procedures. The compensatory strategies 
include the following strategies: 
1. Code switching^ 
The leaner used his first language when the interlocutor seems 
to share the same language or have some knowledge of it. 
'When code switching affects one word the strategy is referred 
to as borrowing "44 
44 
2. Interlingual transfer: 
''Strategies of interUngual transfer result in a combination of 
linguistic features from the interlanguage and the first 
language. Interlingual transfer may not only involve the 
transfer of phonological, morphological, syntactical or lexical 
features of the interlanguage, but also may occur at the 
pragmatic and discourse level. If a lexical item is adjusted to IL 
phonology or morphology sometimes referred to as 
ibid., p. 46. 
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foreignizing, where as adjustment at the lexical level of the IL 
(e.g. translating compounds or idiomatic expressions from LI 
verbatim into L2) is described as literal translation' , »45 
3. Inter-/ intralingual transfer: 
"When the learner considers the L2 formally similar to his Lf 
strategies of inter- intralingual transfer may be applied. The 
result of the strategy is a generalization of the LI rule, but the 
generalization is influenced by the properties of the 
corresponding LI structures "'*^\ 
4. Interlanguage based strategies: 
"The learner has various possibilities for copmg with 
communicative problem by using his IL system: he may"" :^ 
(i) generalize : this can be found in interlanguage 
communication where the learner does not have to 
change his goal rather he uses a general term to mean 
the same idea he intends, 
(ii) paraphrase', '"''it can have the form of descriptions and 
circumlocutions. The learner focuses on the 
characteristic properties or functions of the intended 
referent. Paraphrase can he also an 
exemplification "^'\ 
45 
46 
ibid., pp. 46-47. 
ibid., p. 47. 
'' ibid. 
^^  ibid., p. 49. 
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(iii) coin new words: "(7 word coinage strategy involves 
the learner in a creative construction of a new !L 
word"'''^ exploiting the characteristics of the referents. 
(iv) restructure: "o restntciuring strategy is used 
whenever the learner realizes that he cannot complete 
a local plan which he has already begun so he 
develops an alternative local plan which enables him 
to communicate his intended message without 
reduction "^'\ 
5. Cooperative strategies: 
When the learner feels that using his own strategies cannot 
solve the problems he signals the problem to his interlocutor 
attempting to get it solved by joint efforts. 
Procedures for eliciting the learning strategies 
This researcher has applied the questionnaire technique since it is the 
easiest and the wide used instrument to collect precise information about 
the use of learning strategies. Also, for economic reasons, observation 
needs a long of time to watch the behavior of the learners in real learning 
situations. Besides, observation is not possible for the subjects of this 
study since they are college students and they will not behave normally as 
long as their behaviors are watched. Here is a description of the 
questionnaire that was used in this study to elicit the learners' learning 
strategies. 
•*'-" ibid., p. 50. 
ibid. 
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Questionnaire of learning strategy 
Questionnaire is a common instrument for collecting data through self-
report. Regarding tlie types of the instrument for assessing the learning 
strategy use, there are two types: general and a task-based self-report. 
This study has chosen the former due to some reasons related the 
characteristics of the subjects (they are from different academic levels) 
and the aim of the investigation (seeking data of language learning in 
general, not on specific types of tasks). 
SILL questionnaire (Oxford, 1990) 
Most of the descriptive studies adopted the SILL as a data-collecting 
toof^ '. This questionnaire is a recent and comprehensive strategy list of 
Oxford (1990). It is an attempt to assess the use of strategies in learning a 
second and foreign language. It is composed of six categories involving 
fifty items. The main strategies are: A. affective, B. metacognitive, C. 
cognitive, D. social, E. memory, and F. compensation. Learners are 
required to complete it on a five-point scale ranging from "Never true of 
me to almost always true of me". 
A: Affective strategies: 
They are the sorts of strategies that manage the learners' emotions. They 
include lowering the anxiety, relaxing, rewarding oneself, encouraging, 
talking to others about oneself feelings, and etc. 
'^ ' Anna Chamot, "Issues in Language Learning Strategy Research and Teaching," 
Electronic Journal of Foreign Language Teaching, 1/1 pp. 14-26 (2004): 15 < 
http://e-flt.nus.edu.sg/vlnl2004/chamot.pdf>. 
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Description of affective strategies 
1) I try to relax whenever I feel afraid of using English. 
2) I encourage myself to speak English even when I am afraid of making 
mistakes. 
3) I give my self a reward or treat when I do well in English. 
4) I notice if I am tense or nervous when I am studying or using English. 
5) I write down my feeling in a language-learning diary. 
6) I talk to some one else about how I feel when I am learning English. 
B. Cognitive strategies 
Learning activity requires learners to exploit all their available mental 
abilities for accomplishing it successfully. Activating all the mental 
processes for managing the learning processes are termed as cognitive 
strategies. Oxford (1990) divides cognitive strategies into four groups: 
practising, (such as repeating sounds or writing words, using the new 
word in various contexts, etc.); receiving and sending messages, (such as 
reading English newspapers, read stories, write letters or diaries in 
English, and etc.); analyzing and reasoning, (such as make a link between 
old word and the new one, finding a rule, dividing word to parts to find 
its meaning, and not using literal translation); and creating structure for 
input and out put( such as making a summary for all what I read). 
Description of cognitive strategies 
7) I say or write new English words several times. 
8) I try to talk like native English speakers. 
9) I practise the sounds of English. 
10) 1 use the English words I know in different ways. 
11)1 start conversation in English. 
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12) I watch English language T.V. shows in English or go to the English 
movies spoken in English, listen to English Radio. 
13) I read for pleasure in English. 
14) I write notes, messages, letters, or reports in English. 
15) I first skim an English passage (read over the passage quickly) then 
go back and read carefully. 
16) I look for words in my native language that are similar to new words 
in English. 
17) I try to find patterns in English. 
18) I find the meaning of an English word by dividing into parts that I 
understand. 
19) I try not to translate word-for-word. 
20) I make summaries of information that I hear or read in English. 
C. Social Strategies 
When learning requires interaction, then learning with others is 
characterized by cooperation, asking quesfions, understanding cultural 
aspects of target language. 
Description of social strategies 
21) If I do not understand something in English, I ask the other person to 
slow down or say it again. 
22) I ask English speakers to correct me when I talk 
23) I practice English with others students 
24) I ask for help from English speakers 
25) I ask questions in English. 
26) I try to learn about the culture of English speakers. 
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D. Memory strategies 
Using memory in learning foreign language is essential for effective 
achievement. This kind of strategy includes using different techniques 
that lead to a more effective remembering. 
Description of memory strategies 
27) I think of relationship between what I already know and new things I 
learn in English. 
28) I use new English words in a sentence so 1 can remember them. 
29) I connect the sound of a new English word and an image or picture of 
the word to help me remember the word. 
30) I remember a new English word by making a mental picture of a 
situation in which the word might be used. 
31)1 use rhymes to remember new English words. 
32) I use flashcards to remember new English words. 
33) I physically act out new English words. 
34) 1 review English often. 
35) I remember new English words or phrase by remembering their 
location on the page, on the board, or on a street sign. 
E. Meta-cognitive strategies 
It is an indirect learning strategy like social and affective learning 
strategies. They include techniques that enhance the language learning 
(non linguistics activities) through planning, organizing and discovering 
new experiences. 
Description of metacognitive strategies 
36) I try to find as many ways as I can to use English. 
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37) I notice my English mistakes and use that information to help me do 
better. 
38) I pay attention when someone is speaking English. 
39) I try to find out how to be better learner of English. 
40) I plan my schedule so I will have enough time to study English. 
41)1 look for people I can talk to in English. 
42) I look for opportunities to read as much as possible in English. 
43) I have clear goals for improving my English skills. 
44) I think about my progress in learning English. 
F. Compensation strategies 
Like cognitive and memory strategies, they include activities that mainly 
depend directly on using language. They have two categories: guessing 
intelligently in listening and reading and overcoming limitations in 
speaking and writing. 
Description of compensation strategies 
45) To understand unfamiliar English words, I make guesses. 
46) I read English without looking up every new word. 
47) I try to guess what the other person will say next in English. 
48) When I cannot think of a word during a conversation in English, I use 
gestures. 
49) I make up new words if I do not know the right ones in English. 
50) If I cannot think of an English word, I use a word or phrase that 
means the same thing. 
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CHAPTER FIVE 
Analyzing the Learning Strategies of the English 
Major Students of Taiz University 
Introduction 
The questionnaire (SILL) of Oxford (1990) version (7.00) for EFL/ESL 
has been used to examine the strategies that the English majors of Taiz 
University use to learn English as a foreign language. The researcher has 
chosen the SILL for the reason that it was widely used as a research tool 
in defining the learning strategies of the English language learners by 
many researchers and for its simplicity and high reliability. According to 
Maktary (2000) , it has been used by Arab scholars such as Mahmoud 
(1996) \ Dadour (1995)^ Hanna (1992) \ Ahmed (1992)' and Al-abdan 
(1993)^ 
Hussein Almaktary. "The Effectiveness of a Strategy Training Programme on 
Development Writing Si<ilis in Taiz University," Unpublished Ph.D. Dissertation, 
Faculty of Education, Alexandria University (2001) 110. 
Asma Mahmoud, "The Effectiveness of a Suggested Strategy on the Oral 
Performance of the Perspective Teachers of English," Unpublished M.Ed. 
Dissertation, Faculty of Education, Mansoura University (1996). 
^ E. M. Dadour, "The effectiveness of Selected Learning Strategies on Developing 
Oral Communication of English Department Students in Faculty of Education," 
Unpublished Doctoral Dissertation, Faculty of Education, Dumietta (1995). 
'* R. A. Hanna, "Learning Strategies of Omani Secondary School Some Implications 
for Language Teachers," Mansoura Faculty of Education Journal Vol.: 18 pp.32-
71 (1992). 
^ Asma Ahmed, "The Role of Language Learning Strategies in Improving Secondary 
Stage Students Writing Skills.'" Journal of the Faculty of Education in Assiut, Vol.: 
2/8 pp. 166-193 (1992). 
^ A. A-abdan, "Language Learning Strategies of University Saudi Learners of 
English," Current Education Magazine: Dar Almaarifa Aljamiiya, 26 ppll5-153 
(1993). 
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The questionnaire has included two parts: direct strategies and indirect 
strategies, in terms of its effect on developing the learner's 
communicative competence. The direct strategies include memory, 
cognitive and compensation strategies. The indirect strategies include 
affective, social and meta-cognitive strategies. The participants in this 
study were 300 English major students of Taiz University in the 
beginning of the first semester of the academic year (2004-2005). 
The sample 20% was randomly selected out of 1500 students from the 
four levels in the two faculties: Arts and Education. The subjects 
responded to the questionnaire by choosing one out of five scales 'always 
true of me', 'usually true of me', 'somewhat true of me', 'not true of me' 
and 'always not true of me'. The students got written forms of the 
questionnaire in Arabic language and an optional English version. The 
researcher read the statements of the questionnaire to the students orally 
and explained all the raised enquiries on their part. The answers of the 
questionnaire were decoded to figures that ranges from (1) to (5) and then 
statistical analysis was performed to get detailed knowledge about the 
types of learning strategies used by the students of English in both 
faculfies: Arts and Educafion at the four academic levels of study. 
Henceforth, this chapter will display the results of the statistical analysis 
of strategy inventory language learning questionnaire using means and 
standard deviation to show the variation in the frequency of use of the 
learning strategies by the English major students of Taiz University. T-
test was used to examine the difference between the two teaching 
programs in terms of the mean use of learning strategies and each type. 
Besides, ANOVA tests were performed to find out the significant 
differences in mean use of learning strategies among the four academic 
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levels. Post hoc comparisons of Scheffe were performed to identify the 
significant differences among the four academic levels of study, in terms 
of using learning strategies by the English major learners of Taiz 
University. 
Learning strategy use by the English majors of Taiz University 
The results of the survey display very promising results, which indicate 
that the English major students strive to reach a satisfying level of 
learning strategy use. Look at the table (5.1) below: 
The Mean Use of Learning Strategies for tfie English Major Students (TabieS.I) 
Learning strategies 
Total 
N 
300 
300 
Minimum 
1.52 
Maximum 
4.17 
Mean 
3.0199 
Std. Deviation 
.4157 
This table shows that the English major students are at a medium level of 
learning strategy use. They have scored the mean of (3.01). This mean 
gives a general impression that the use of learning strategies by the 
English majors of Taiz University is to some extent acceptable. 
However, from the calculated means of the two faculties Arts and 
Education, we notice that there is a difference in the use of learning 
strategies. Look at graph No (1) below: 
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The Means of Learning Strategy Use (Graph 1) 
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The graph shows that the English major learners of the faculty of 
Education have scored a higher mean (3.04) than those of the faculty of 
Arts (2.99). This difference roughly seems to be in favor of the students 
of the faculty of education. Here, the t-test is used to verify the 
significance of this difference between the two faculties. Look at table 
(5.2) below: 
T-Test Statistics of Learning Strategies for the Students of Faculty of Arts and Faculty 
of Education{ Table5.2) 
Equal 
variances 
assumed 
Equal 
variances 
not 
assumed 
Levene's Test for 
Equality of Variances 
F 
5.698 
Sig. 
.018 
T-Test for Equality of Means 
t 
-1.012 
-.937 
df 
298 
162.938 
Sig. 
(2-tailed) 
.312 
.350 
Mean 
Difference 
-0.0051 
-0.0051 
Std. Error 
Difference 
0.00509 
0.00549 
* The mean difference is significant at the .05 level. 
In fact, the comparison between the means of the students of the two 
faculties shows no significant difference at alpha level < 0.5. This assures 
that both groups of students use learning strategies at approximately a 
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similar level. In other words, the two programs of those faculties do not 
differ in their effect on enhancing the use of learning strategies. 
Since there is no significant difference between the two programs of the 
two departments in the two faculties in terms of learning strategy use, 
there should be a significant difference among the four academic levels of 
study. This difference is expected due to the quantity and the quality of 
the new linguistic items students are required to learn during the various 
levels of study. Having found such significant differences, then we can 
advance to verify the differences among the academic levels of each 
faculty separately. It is hypothesized by this researcher that the academic 
level has an infiuence on the strategy use of the English major students; 
the more advance linguistic items and learning opportunities offered by 
the program the higher frequency of learning strategy will be used by the 
learners. This influence is attributed to the variations in the types of skills 
required by the syllabus of each level. Results gained from the stafistical 
analysis, it is observed that each level has its own mean and there is a 
clear increase and decrease in learning strategy use. Look at graph (2) 
Mean Use of Learning Strategies for the Four 
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Level one has scored a mean of 2.78, level two 3.36, level three 3.05, and 
level four 2.90. It is reasonable to check the significance of the variafion 
in the mean use of learning strategies at the four levels of study. ANOVA 
is used here. Look at table (5.3) below: 
One-way ANOVA of Learning Strategy For the Four Academic Levels of English 
Majors (Table5.3) 
Between Groups 
Within Groups-
Total 
Sum of Squares 
15.650 
36.029 
51.679 
df 
296 
299 
Mean Square 
5.217 
.122 
F 
42.858 
Sig. 
.000* 
* The mean difference is significant at the .05 level. 
The ANOVA test shows a significant difference among the four academic 
levels of study at alpha < 0.5. This significant difference leads one to 
follow the comparisons among the four levels of study at both faculfies. 
The proper test for the multi-comparisons among the four levels is 
Scheffe. 
Scheffe Test of the Mean Use of Learning Strategies for the Four Academic Levels of 
Study of English Majors (Tabled. 4) 
(1) LEVEL 
level one 
level two 
level three 
level four 
(J) LEVEL 
level two 
level three 
level four 
level one 
level three 
level four 
level one 
level two 
level four 
level one 
level two 
level three 
Mean 
Difference 
(l-J) 
-.5756 
-.2633 
-.1193 
.5756 
.3123 
.4564 
.2633 
-.3123 
.1440 
.1193 
-.4564 
-.1440 
Std. Error 
0.00523 
0.00569 
0.00569 
0.00523 
0.00595 
0.00595 
0.00569 
0.00595 
0.00637 
0.00569 
0.00595 
0.00637 
Sig. 
.000* 
.000* 
.225 
.000* 
.000* 
.000* 
.000* 
.000* 
.166 
.225 
.000* 
.166 
95% Confidence Interval 
Lower Bound 
-.7228 
-.4235 
-.2794 
.4285 
.1448 
.2889 
.1031 
-.4799 
-.00350 
-0.00409 
-.6239 
-.3231 
Upper Bound 
-.4285 
-.1031 
0.004093 
.7228 
.4799 
.6239 
.4235 
-.1448 
.3231 
.2794 
-.2889 
0.003505 
The mean difference is significant at the .05 level. 
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The test of multi-comparison shows that there is a significant difference 
between level one and each of level two and three but there is no 
significant difference between level one and level four. Also it shows that 
there is a significant difference between level two and each of level three 
and four. However there is no significant difference between level three 
and level four. 
The differences in the mean use among the four academic levels of study 
reveal that the use of learning strategies varies according to the learners' 
academic levels. It seems that students of level two who have already 
completed one full academic year got benefit of the program's courses, 
which have been offered to them at level one, to raise the mean use of 
learning strategies. This is because students of level one, who have just 
finished their secondary education, got the least mean use of learning 
strategies. Unexpectedly, level three and four also found to be 
significantly different in the mean use from level two. If we will refer the 
differences to the language skill courses then level three should have 
surpassed level two because they have just completed two years in which 
eight courses of language skills courses have been offered to them. The 
results above did not show any significant difference among the students 
of the two faculties in the mean use of learning strategies. However, the 
unexpected surpass of level two urges to check the mean use of learning 
strategies among the four academic levels of each faculty separately. 
Learning strategy use by the English majors of Faculty of Education 
ANOVA test is used to test the existence of any significant difference in 
the mean use of learning strategies among the four academic levels of 
study. 
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One-way ANOVA of Learning Strategy for the Four Academic Levels of Study of 
Faculty of Education (TableS.S) 
Between Groups 
Within Groups 
Total 
Sum of Squares 
9.134 
19.603 
28.737 
df 
o J 
196 
199 
Mean Square 
3.045 
.100 
F 
30.441 
Sig. 
.000* 
* The mean difference is significant at tine .05 level. 
The ANOVA test shows a significant difference between at least two 
academic levels of study in the use of learning strategies. Therefore 
Scheffe test will be used to show where the differences lie. 
Scheffe Test of Learning Strategies for the Four Academic Levels of Study of Faculty 
of Education (TableS.G) 
(1) LEVEL 
level one 
level two 
level three 
level four 
(J) LEVEL 
level two 
level three 
level four 
level one 
level three 
level four 
level one 
level two 
level four 
level one 
level two 
level three 
Mean 
Difference 
(l-J) 
-.5076 
-.1978 
-0.00375 
.5076 
.3098 
.4701 
.1978 
-.3098 
.1602 
0.003757 
-.4701 
-.1602 
Std. Error 
5.774E-02 
6.455E-02 
6.455E-02 
5.774E-02 
6.455E-02 
6.455E-02 
6.455E-02 
6.455E-02 
7.072E-02 
6.455E-02 
6.455E-02 
7.072E-02 
Sig. 
.000* 
.027* 
.952 
.000* 
.000* 
.000* 
.027* 
.000* 
.166 
.952 
.000* 
.166 
95% Confidence Interval 
Lower Bound 
-.6704 
-.3798 
-.2196 
.3448 
.1278 
.2880 
1.574E-02 
-.4919 
-3.9196E-02 
-.1445 
-.6521 
-.3596 
Upper Bound 
-.3448 
-1.5745E-02 
.1445 
.6704 
.4919 
.6521 
.3798 
-.1278 
.3596 
.2196 
-.2880 
3.920E-02 
*The mean difference is significant at the .05 level. 
From the multi comparisons of Scheffe test, it is revealed that there is a 
significant difference between level one and each of level two and three 
but there is no significant difference between level one and four. This 
means that the range of learning strategy use of level one does not 
significantly differ from that of level four. Students of level two use 
learning strategies significantly more than all of the other levels. Also, 
level three does not differ from level four in learning strategy use. 
The surpassing of the students of level two in the mean use of learning 
strategies does not entail that the more advanced the course are given, the 
more learning strategies are used. This is because level two in the faculty 
of education still varies significantly from all the other levels. 
Learning strategy use by the English majors of Faculty of Arts 
To look for the existence of a significant difference in the use of learning 
strategy among the four levels in faculty of arts, ANOVA test should be 
used. Look at table (5.7) 
One-way ANOVA of Learning Strategy for the Four Academic Levels of Study of 
Faculty of Arts (TableSJ) 
Between Groups 
Within Groups 
Total 
Sum of Squares 
6.955 
15.810 
22.765 
df 
3 
96 
99 
Mean Square 
2.318 
.165 
F 
14.078 
Sig. 
.000* 
* The mean difference is significant at the .05 level. 
In this table we can clearly notice that the significance of the mean 
difference exists among at least two of the academic levels of study at 
faculty of arts. This drives us to use Scheffe tests to identify which 
academic level of study significantly uses more learning strategies. 
Scheffe Test of Learning Strategies for tfie Four Academic Levels of Study of Faculty 
of Arts (Table5.8) 
(1) LEVEL 
level one 
level two 
level three 
level four 
(J) LEVEL 
level two 
level three 
level four 
level one 
level three 
level four 
level one 
level two 
level four 
level one 
level two 
level three 
Mean 
Difference 
(l-J) 
-.7079 
-.3704 
-.2587 
.7079 
.3375 
.4492 
.3704 
-.3375 
.1117 
.2587 
-.4492 
-.1117 
Std. Error 
.1111 
1111 
nil 
nil 
1283 
1283 
nil 
1283 
1283 
nil 
1283 
1283 
Sig. 
.000* 
.014* 
.151 
.000* 
.082 
.009* 
.014* 
.082 
.859 
.151 
.009* 
.859 
95% Confidence Interval 
Lower Bound 
-1.0242 
-.6867 
-.5750 
.3917 
-2.7693E-02 
8.401E-02 
5.417E-02 
-.7027 
-.2535 
-5.7536E-02 
-.8144 
-.4769 
Upper Bound 
-.3917 
-5.4170E-02 
5.754E-02 
1.0242 
.7027 
.8144 
.6867 
2.769E-02 
.4769 
.5750 
-8.4013E-02 
.2535 
*The mean difference is significant at the .05 level. 
What it is noticed in the multi-comparisons of Scheffe is that there are 
significant differences between level one and two on one hand and level 
three on the other, where as no significant difference is found with level 
four. That results indicate that level one uses learning strategies 
significantly less than each of level two and three but similar to level 
four. In addition, there is a significant difference between level two and 
four which means that level two uses learning strategies significantly 
more than level four but similar to level three. Also there is a significant 
difference between level three and level four which indicates that level 
three uses learning strategies more than level four. 
However, the case with faculty of arts shows that levels two and level 
three keep the same range of learning strategy use. Only with this result, 
we may signify the effect of the language skill courses on enhancing the 
mean use of learning strategies among the students of faculty of Arts. 
Since there is a general tendency to believe that there is a difference 
between the two programs of language teaching in terms of learning 
strategy use in both faculties. That difference can be attributed to the 
language skill courses that are offered to the students within the first two 
years of study. To consolidate that belief, we need to examine differences 
in the various types of language learning strategies. 
Types of learning strategies 
It is obvious from above that the students of Arts do not differ from those 
of faculty of Education in terms of learning strategy use, where as the 
four levels in each of the faculty of Education and Arts differ 
significantly from each other in the use of learning strategy. That result 
clearly indicates that the difference in the academic programs assigned 
for each level of study in each faculty has an effect on the frequency of 
learning strategy use while the difference in academic programs in both 
faculties has no effect. 
In terms of the types of learning strategies, we pursue the analysis to 
specify the differences between the two faculfies and among the four 
academic levels. There are six types of learning strategies; Memory, 
cognitive, compensation, meta-cognitive, social and affective. The first 
three are called direct strategies and the other three are called indirect 
strategies. 
1. Direct strategies 
Direct strategies are those activities that are supposed to enhance the 
development of communicative competence directly since they maintain 
actions that lead to support the ability of retention and retrieval of the 
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new learnt items, practicing and applying them naturally, and 
compensating the missing knowledge. This category involves three 
processes and helps the learner to cope with the linguistic items at the 
input and output stages. In the beginning of the career, the learner is 
confronted with new linguistic items that need a great capability to be 
stored and to be recalled in the needed situation. This can be achieved by 
having an effective ways of practicing, through expecting the situations in 
which they are possible to be used. However, learners cannot learn all the 
items of the language at one time so they should have the ability to 
compensate for the items that have not been already learnt. 
• Memory strategies 
Using t-test to investigate the difference between the two teaching 
programs in encouraging the learners to activate effective memory 
strategies while they are learning. 
T-test Statistics of Memory Strategies for Faculty of Arts and Faculty of Education 
(Table5.9) 
Equal 
variances 
assumed 
Equal 
variances 
not 
assumed 
Levene's Test for 
Equality of Variances 
F 
13.606 
Sig. 
.000 
t-test for Equality of Means 
t 
.636 
.581 
df 
298 
157.290 
Sig. 
(2-tailed) 
.525 
.562 
Mean 
Difference 
4.222E-
02 
4.222E-
02 
Std. Error 
Difference 
6.636E-
02 
7.271E-
02 
The t-test showed no significant difference in the mean use of memory 
strategies between the two teaching programs of the two faculties. This 
indicates that they are not different in their effect on enhancing the use of 
memory strategies. 
The students of the four academic levels vary in their use of memory 
strategies. This variation depends mainly on the amount of new 
vocabulary and new rules the learners have to learn in their courses. 
Number of Students, Mean and Standard Deviation of IVIemory Strategies for tfie Four 
Academic Levels of Study (Tabled. 10) 
LEVEL 
Level one 
Level two 
Level three 
Level four 
Total 
Mean 
2.9200 
3.2931 
2.9333 
2.8407 
3.0063 
TV 
100 
80 
60 
60 
300 
Std. Deviation 
.5584 
.5100 
.5066 
.4465 
.5413 
It appears that level two surpasses all the other levels in the mean use of 
memory strategies. It gets a mean of use '3.2' while level three '2.93', 
level one '2.92' and four '2.84'. So, ANOVA is used to test the 
significance of the differences among these four academic levels of study. 
(One-way ANOVA of Memory Strategies for tfie Four Academic Levels of Study 
(Table5.11) 
Between Groups 
Within Groups 
Total 
Sum of Squares 
9.287 
78.318 
87.605 
df 
J) 
296 
299 
Mean Square 
3.096 
.265 
F 
11.700 
Sig. 
.000* 
* The mean difference is significant at the .05 level 
ANOVA displayed a significant difference between at least two academic 
levels of study. Therefore, the multi comparisons of Scheffe are used to 
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identify the differences among the four academic levels of study in terms 
of memory strategy use. 
Scheffe Test of Memory Strategies for tfie Four Academic Levels of Study (Tables. 12) 
(1) LEVEL 
level one 
level two 
level three 
level four 
(J) LEVEL 
level two 
level three 
level four 
level one 
level three 
level four 
level one 
level two 
level four 
level one 
level two 
level three 
Mean 
Difference 
(l-J) 
-.3731 
-0.00132 
7.926E-02 
.3731 
.3597 
.4523 
1.333E-02 
-.3597 
9.259E-02 
-0.007925 
-.4523 
-0.009259 
Std. Error 
7.716E-02 
8.400E-02 
8.400E-02 
7.716E-02 
8.785E-02 
8.785E-02 
8.400E-02 
8.785E-02 
9.391 E-02 
8.400E-02 
8.785E-02 
9.391 E-02 
Sig. 
.000* 
.999 
.828 
.000* 
.001* 
.000* 
.999 
.001* 
.808 
.828 
.000* 
.808 
95% Confidence Interval 
Lower Bound 
-.5900 
-.2495 
-.1569 
.1561 
.1127 
.2053 
-.2228 
-.6067 
-.1715 
-.3154 
-.6993 
-.3566 
Upper Bound 
-.1561 
.2228 
.3154 
.5900 
.6067 
.6993 
.2495 
-.1127 
.3566 
.1569 
-.2053 
.1715 
*The mean difference is significant at the .05 level. 
In Scheffe test, level two appears significantly different from each of 
level one, two, and three. However, no significant difference is found 
among all the other three levels. This means that level two uses memory 
strategies more than the other levels. In regards to the expectations of this 
researcher, memory strategies are more associated with low levels of 
study. Level three should have a significant difference with level one and 
four and also level four from level one. This is because level one has not 
been introduced to any new items in the English department, at the time 
of doing the research, except to what they have been taught in the general 
secondary school, in which the new items in the English syllabus are not 
sufficient to activate the use of all memory strategies. 
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Cognitive strategies 
This strategy is also one of the most important strategies that contribute to 
the development of the learners' communicative competence. It involves 
steps taken by the learner to use his mental process to learn effectively. 
So learners of different levels vary in their experiences of the suitable and 
effective ways of learning. In this section, we are supposed to look for the 
differences in the use of the cognitive strategies between the two faculties 
and among the four academic levels of study. 
To check the existence of any significant difference between the two 
teaching programs of the faculty of education and the faculty of arts in 
terms of providing the learners with opportunities to activate their mental 
processes to learn English effectively, we have to use the t-test. 
T-test of Cognitive Strategies for Faculty of Arts and Faculty of Education (Table5.13) 
Equal 
variances 
assumed 
Equal 
variances 
not 
assumed 
Levene's Test for 
Equality of Variances 
F 
3.489 
Sig. 
.063 
t-test for Equality of Means 
( 
-1.258 
-1.181 
df 
298 
168.216 
Sig. 
(2-tailed) 
.209 
.239 
Mean 
Difference 
-0.00846 
-0.00846 
Std. Error 
Difference 
0.00672 
0.00716 
*The mean difference is significant at the .05 level. 
The t-test displays non-significant difference between the two faculties in 
terms of the mean use of cognitive strategies. This means that all the 
teaching programs of the two faculties do not vary in the degree of 
enhancing the learners' cognitive processes. However, there must be 
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significant differences among the four academic levels because advanced 
levels are expected to use more cognitive strategies since they have been 
introduced to many experiences in their previous courses of study. 
Number of students, Mean and Standard Deviation of Cognitive Strategies for tfie Four 
Academic Levels of Study (Tabled. 14) 
LEVEL 
Level one 
Level two 
Level three 
Level four 
Total 
Mean 
2.9114 
3.6812 
3.3607 
3.1714 
3.2586 
TV 
100 
80 
60 
60 
300 
Std. Deviation 
.4947 
.4283 
.4867 
.4174 
.5498 
The table shows that level two has the highest mean of cognitive strategy 
use while level one has the least. In fact the table shows differences 
among the four levels of study but higher levels get a medium mean of 
use, which indicate that their use of cognitive strategies is acceptable. To 
check the significance of these differences we will apply ANOVA. 
One-way ANOVA of Cognitive Strategies for the Four Academic Levels of Study 
(Table5.15) 
Between Groups 
Within Groups 
Total 
Sum of Squares 
27.425 
62.966 
90.391 
df 
n J 
296 
299 
Mean Square 
9.142 
.213 
F 
42.974 
Sig. 
.000* 
* The mean difference is significant at the .05 level 
The ANOVA test found a significant difference between at least two 
levels. To figure out these differences we have to employ the multi-
comparisons test of Scheffe. 
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Scheffe Test of Cognitive Strategies for the Four Academic Levels of Study (Table5.16) 
(1) LEVEL 
level one 
level two 
level three 
level four 
(J) LEVEL 
level two 
level three 
level four 
level one 
level three 
level four 
level one 
level two 
level four 
level one 
level two 
level three 
Mean 
Difference 
(l-J) 
-.7698 
-.4493 
-.2600 
.7698 
.3205 
.5098 
.4493 
-.3205 
.1893 
.2600 
-.5098 
-.1893 
Std. Error 
6.918E-02 
7.532E-02 
7.532E-02 
6.918E-02 
7.877E-02 
7.877E-02 
7.532E-02 
7.877E-02 
8.421 E-02 
7.532E-02 
7.877E-02 
8.421 E-02 
Sig. 
.000* 
.000* 
.008* 
.000* 
.001* 
.000* 
.000* 
.001* 
.170 
.008* 
.000* 
.170 
95% Confidence Interval 
Lower Bound 
-.9643 
-.6610 
-.4718 
.5753 
9.907E-02 
.2884 
.2375 
-.5420 
-0.004747 
4.824E-02 
-.7313 
-.4260 
Upper Bound 
-.5753 
-.2375 
-0.004823 
.9643 
.5420 
.7313 
.6610 
-0.00990 
.4260 
.4718 
-.2884 
4.747E-02 
*The mean difference is significant at the .05 level. 
All the levels differ from each other significantly except level three and 
level four. The surpassing of level two in the mean use of cognitive 
strategies is unexpected, but it can be attributed to factors related to the 
teaching quality or may be to individual differences among the students. 
• Compensation strategies 
At the time of using language, the missing of one word or more should 
not be the reason behind ceasing the use of language. In other words, it is 
not a perquisite of using a language to learn all its lexical items. One 
should start using the language since he has a reasonable amount of 
vocabulary and some knowledge of the rules but he should be equipped 
with the means of compensating the missed words or structures that he 
instantly needs. This will lead the learner to realize his gaps in his 
interlanguage that needs to be filled by exerting more effort to learn the 
missing knowledge. Those means, which lead learners to remedy the 
deficits in their interlanguage, are called compensation strategies. 
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Having some knowledge of these strategic means, we may be able to 
predict the amount of using language by the learners. Those learners who 
do not use such means are of two types: either they do not use the 
language (passive learners) or they have acquired all the lexical system 
and structure of the language and they are not in need for such strategic 
means. In fact the latter case is impossible with the subjects of this study. 
Using compensation strategies are necessary since the linguistic system 
of a language learner is underdeveloped. This study targeted these very 
important means separately in the next chapter and got detailed results 
from their oral performance. It was found that the subjects of this study 
used different means of compensation strategies but in various degrees. 
Here we are supposed to know about the students' realizations and 
tendency of using these means. English majors undergo two different 
teaching programs. We will have to apply the t-test to know about the 
effect of each program on the mean use of compensation strategies. 
T-test of Compensation Strategies for Faculty of Arts and Faculty of Education 
(Table5.17) 
Equal 
variances 
assumed 
Equal 
variances 
not 
assumed 
Levene's Test for 
Equality of Variances 
F 
7.989 
Sig. 
.005 
T-test for Equality of Means 
t 
-.907 
-.844 
df 
298 
165.017 
Sig. 
(2-tailed) 
.365 
.400 
Mean 
Difference 
-0.00708 
-0.00708 
Std. Error 
Difference 
0.00781 
0.00839 
* The mean difference is significant at the .05 level. 
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The t-test shows no significance between the two means of using the 
compensation strategy. This assures that the two programs do not differ 
significantly in their effect on using this strategy by the students of the 
two faculties. However, looking at their responses we can notice some 
variations in the mean use of compensatory strategies among the various 
levels of study. 
Number of Students, Mean and Standard Deviation of Compensation Strategies for tfie 
Four Academic Levels of Study (Tables. 18) 
LEVEL 
Level one 
Level two 
Level three 
Level four 
Total 
Mean 
3.0200 
3.2896 
3.2556 
3.3194 
3.1989 
N 
100 
80 
60 
60 
300 
Std. Deviation 
.6558 
.6229 
.6040 
.6093 
.6377 
The variation does not seem veiy acute among the four academic levels 
but level four is distinguished from the other levels. These differences 
need to be tested by using ANOVA. 
One-way ANOVA of Compensation Strategies for the Four Academic Levels of Study 
(Tables. 19) 
Between Groups 
Within Groups 
Total 
Sum of Squares 
4.923 
116.655 
121.577 
df 
3 
296 
299 
Mean Square 
1.641 
.394 
F 
4.164 
Sig. 
.007* 
* The mean difference is significant at the .05 level 
ANOVA shows a significant difference between at least two levels. To 
pinpoint these differences we will use Scheffe multi-comparisons. 
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Scheffe Test of Compensation Strategies for the Four Academic Levels of Study 
(Table5.20) 
(1) LEVEL 
level one 
level two 
level three 
level four 
(J) LEVEL 
level two 
level three 
level four 
level one 
level three 
level four 
level one 
level two 
level four 
level one 
level two 
level three 
Mean 
Difference 
(l-J) 
-.2696 
-.2356 
-.2994 
.2696 
3.403E-02 
-0.00298 
.2356 
-0.00340 
-0.006388 
.2994 
2.986E-02 
6.389E-02 
Std. Error 
9.417E-02 
.1025 
.1025 
9.417E-02 
.1072 
.1072 
.1025 
.1072 
.1146 
.1025 
.1072 
.1146 
Sig. 
.044* 
.155 
.038* 
.044* 
.992 
.994 
.155 
.992 
.958 
.038* 
.994 
.958 
95% Confidence Interval 
Lower Bound 
-.5343 
-.5238 
-.5877 
4.821 E-03 
-.2674 
-.3313 
-0.005262 
-.3355 
-.3861 
1.121E-02 
-.2716 
-.2584 
Upper Bound 
-0.00482 
5.268E-02 
-0.00112 
.5343 
.3355 
.2716 
.5238 
.2674 
.2584 
.5877 
.3313 
.3861 
*The mean difference is significant at the .05 level 
Scheffe test reveals a significant difference in the mean use of 
compensation strategies between level one and two. Also level one and 
four is found significantly different in terms of using the compensation 
strategy. Level one and level three is found almost similar. However, no 
significant difference is found among level two, three and four. 
2. Indirect strategies 
The second category that has been assigned by Oxford is the indirect 
strategies that are assumed to affect the development of language learning 
in an indirect way. This is because they are not indulged in the process of 
learning but they help in maintaining the processes of learning to keep 
running smoothly and progressively. This category includes three 
subcategories in which each has its own function: knowing the mental 
processes, maintaining the emotions, and keeping relations with others. 
These are important functions since they are the main elements that have 
their essential contributions in the processes of language learning. So 
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learners should facilitate the existence of these functions to work beside 
the learning activities. 
• Meta-cognitive strategies 
The knowledge of the mental processes is beneficial to urge one to 
organize, monitor and evaluate his learning. Meta-cognitive strategies are 
very crucial in university level because a great mass of knowledge is 
needed to be apprehended in a short time. Learners who do not use these 
strategies are always liable to fail in keeping pace with the teaching 
materials and finally stop learning or they acquire a little. Teaching 
program should train the students with such skills of organizing, 
monitoring, and evaluating. Learners come from schools where the 
syllabus does not encourage the use of meta-cognitive strategies and 
teachers carry out the job in stead. So, when they come to university, the 
responsibility for learning becomes a great burden that they are expected 
to bear. To know about the variation in the effect of each teaching 
program on the use of meta-cognitive strategies the t-test is used to look 
for any significant difference between them. 
T-test of Meta-cognitive Strategies for Faculty of Arts and Faculty of Education 
(Table5.21) 
1 
Equal 
variances 
assumed 
Equal 
variances 
not 
assumed 
Levene's Test for 
Equality of Variances 
F 
.023 
Sig. 
.878 
t-test for Equality of Means 
( 
-1.600 
-1.574 
df 
298 
189.707 
Sig. 
(2-tailed) 
.111 
.117 
Mean 
Difference 
-.1272 
-.1272 
Std. Error 
Difference 
7.949E-
02 
8.081E-
02 
* The mean difference is significant at the .05 level. 
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No significant difference is found between the students of the faculty of 
education and of the faculty of arts in the mean use of meta-cognitive 
strategies. This means that both programs are similar in their effect on the 
use meta-cognitive strategy. Using descriptive statistics we can have a 
rough understanding of the variation in the mean use of meta-cognitive 
strategies by the learners of various academic levels. 
Number of Students, Mean and Standard Deviation of Meta-cognitive strategies for tfie 
Four Academic Levels of Study (Table5.22) 
LEVEL 
Level one 
Level two 
Level three 
Level four 
Total 
Mean 
3.2167 
4.1194 
3.6481 
3.5333 
3.6070 
N 
100 
80 
60 
60 
300 
Std. Deviation 
.5880 
.4003 
.6355 
.5709 
.6508 
The table shows a high mean of meta-cognitive strategy use for all the 
four levels of study in particular level two. It is really unexpected from 
level one to come to the course with this high mean of meta-cognitive 
strategy use. However, meta-cognitive strategy use varies among the four 
academic levels. ANOVA is used to examine the significance of these 
variations in the mean use of cognitive strategies. 
One-way ANOV of Meta-cognitive Strategies for the Four Academic Levels of Study 
(Tables.23) 
Between Groups 
Within Groups 
Total 
Sum of Squares 
36.671 
89.953 
126.625 
df 
3 
296 
299 
Mean Square 
12.224 
.304 
F 
40.223 
Sig. 
.000 
* The mean difference is significant at the .05 level 
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The ANOVA test shows a significant difference in the mean use of meta-
cognitive strategy use. Therefore we can use Scheffe test to compare the 
mean use of meta-cognitive strategy of the four academic levels with 
each other. 
Scheffe Test of Meta-cognitive Strategies for the Four Academic Levels of Study 
(Table5.24) 
(1) LEVEL 
level one 
level two 
level three 
level four 
(J) LEVEL 
level two 
level three 
level four 
level one 
level three 
level four 
level one 
level two 
level four 
level one 
level two 
level three 
Mean 
Difference 
(l-J) 
-.9028 
-.4315 
-.3167 
.9028 
.4713 
.5861 
.4315 
-.4713 
.1148 
.3167 
-.5861 
-.1148 
Std. Error 
8.269E-02 
9.002E-02 
9.002E-02 
8.269E-02 
9.415E-02 
9.415E-02 
9.002E-02 
9.415E-02 
.1006 
9.002E-02 
9.415E-02 
.1006 
Sig. 
.000* 
.000* 
.007* 
.000* 
.000* 
.000* 
.000* 
.000* 
.729 
.007* 
.000* 
.729 
95% Confidence Interval 
Lower Bound 
-1.1353 
-.6846 
-.5698 
.6703 
.2066 
.3214 
.1784 
-.7360 
-.1682 
6.356E-02 
-.8508 
-.3978 
Upper Bound 
-.6703 
-.1784 
-0.00635 
1.1353 
.7360 
.8508 
.6846 
-.2066 
.3978 
.5698 
-.3214 
.1682 
*The mean difference is significant at the .05 level 
Level one and level two appear to be significantly different from all the 
other levels. Level three is similar to level four. This leads us realise that 
the students of level one come to the course with a medium level of meta-
cognitive strategy but the new experiences that are confronted in the 
university level are really too challenging to motivate the learners to use a 
more meta-cognitive strategies. Despite that the students of level three 
and four have got medium means of meta-cognitive strategy use and 
more than level one, they should have, at least, kept the same rate of 
using this strategy to that of level two. 
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Affective strategies 
The emotional factors are very critical and they indirectly influence the 
achievement of the learners and the success of the teaching programs. In 
syllabus design, many educators do not pay attention to the emotional 
aspects of learning process by imposing tasks without giving hints or any 
kind of explanations. The difficulty of tasks sometimes increases the 
feeling of anxiety and drives the learners to a complete distraction. Fresh 
learners, in particular, always fall in a lot of worries that need some care 
from the teachers, ensuring them and clearing all the ambiguities that may 
arise. So learners sometimes remain at the mercy of their teachers to 
create or relieve their worries. 
However, at the university level, students always do not rely entirely on 
their teachers to reduce the worries that emerge from the learning process. 
The feeling of inability to cope with the new experiences and the new 
environment of this stage of education may discourage them from 
pursuing their study but the learners who use affective strategies 
effectively tend to be able to control that feeling by restoring self-
confidence and reducing the anxiety. The tendency towards using 
affective strategies varies from one student to another. So, we cannot 
precisely identify the factors that always accompany the use of these 
types of strategies. 
The students of the two facuhies may vary in their use of the affecfive 
strategies, which may be reflected on the variation of treatments that each 
program has imposed on its syllabus to preserve the emotional factors. 
The t-test is used to find out the significant difference between the two 
teaching programs. 
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T-test of Affective Strategies for Faculty of Arts and Faculty of Education (Table5.25) 
Equal 
variances 
assumed 
Equal 
variances 
not 
assumed 
Levene's Test for 
Equality of Variances 
F 
1.270 
Sig. 
.261 
T-test for Equality of Means 
t 
-1.011 
-1.044 
df 
298 
216.016 
Sig. 
(2-tailed) 
.313 
.297 
Mean 
Difference 
5.1111E-
02 
5.1111E-
02 
Std. Error 
Difference 
5.054E-
02 
4.894E-
02 
* The mean difference is significant at the .05 level. 
No significant difference is found between the two teaching programs. 
This means that the two teaching programs have similar effect on 
encouraging or discouraging the students from using their affective 
strategies. The table below shows the mean use of affective strategies by 
the four levels of study. 
Number of Students, Mean, and Standard Deviation of Affective Strategies for the Four 
Academic Levels of Study (Table5.26) 
LEVEL 
Level one 
Level two 
Level three 
Level four 
Total 
Mean 
1.8178 
2.1722 
1.9630 
1.7704 
1.9319 
TV 
100 
80 
60 
60 
300 
Std. Deviation 
.3634 
.4168 
.3748 
.3749 
.4127 
The mean use of affective strategy is considerably very low. This can be 
attributed either to the nonexistence of any type of worries among the 
learners or to the ignorance of learners about the ways of controlling their 
feelings. Also there may be some other reasons that can be referred to the 
social or cultural factors. However, it seems appropriate to claim that the 
courses and the testing procedures do not involve any kind of difficulties, 
which may result in increasing the learners' anxiety. Also, the teaching 
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staff seems to pay a great attention to the emotional factors of their 
learners. For these two reasons, the learners of English do not suffer from 
the stress that emerges from the learning or the tesdng activities. 
However, learners of the different academic levels vary in the mean use 
of affective strategies. The ANOVA is used here to find out any 
significant difference among the four academic levels of study. 
One-way ANOVA of Affective Strategies for the Four Academic Levels of Study 
(Tables.27) 
Between Groups 
Within Groups 
Total 
Sum of Squares 
7.546 
43.382 
50.928 
df 
3 
296 
299 
Mean Square 
2.515 
.147 
F 
17.163 
Sig. 
.000* 
* The mean difference is significant at the .05 level 
The ANOVA test finds a significant difference between at least two 
academic levels of study. So we have to pursue the analysis applying 
Scheffe post hoc test to idenfify the significant differences. 
Scheffe Test of Affective Strategies for tiie Four Academic Levels of Study (Table5.28) 
(1) LEVEL 
level one 
level two 
level three 
level four 
(J) LEVEL 
level two 
level three 
level four 
level one 
level three 
level four 
level one 
level two 
level four 
level one 
level two 
level three 
Mean 
Difference 
(l-J) 
-.3544 
-.1452 
4.741E-02 
.3544 
.2093 
.4019 
.1452 
-.2093 
.1926 
-0.00474 
-.4019 
-.1926 
Std. Error 
5.742E-02 
6.252E-02 
6.252E-02 
5.742E-02 
6.538E-02 
6.538E-02 
6.252E-02 
6.538E-02 
6.990E-02 
6.252E-02 
6.538E-02 
6.990E-02 
SIg. 
.000* 
.148 
.902 
.000* 
.018* 
.000* 
.148 
.018* 
.057 
.902 
.000* 
.057 
95% Confidence Interval 
Lower Bound 
-.5159 
-.3210 
-.1284 
.1930 
2.543E-02 
.2180 
-0.00305 
-.393! 
-0.003927 
-.2232 
-.5857 
-.3891 
Upper Bound 
-.1930 
3.059E-02 
.2232 
.5159 
.3931 
.5857 
.3210 
-0.00254 
.3891 
.1284 
-.2180 
3.927E-03 
*The mean difference is significant at the .05 level 
The post hoc multi-comparisons reveal significant differences between 
levels two and all of the other levels. No significant differences are found 
among level one, three, and four. Accordingly, this result is expected 
since the students of level two have faced new experiences that motivated 
them to use more strategies to cope with. While level three and four have 
realized that their learning experiences do not deserve to worry about, so 
they go on learning without any fear or any need to activate many of their 
affective strategies 
• Social strategies 
Many students acquire their cooperative behavior from the society and 
the chances that they are offered to them by the educational institutions. 
The cooperation is really important but it is always ignored for many 
reasons: the crowd of the students in the classrooms, the inability of the 
learners to perform cooperative learning perfectly, and the courses do not 
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apply the cooperative activities. These in fact do not lead the learners 
astray from trying to use social strategies to learn English. 
Interaction is the main basis of communicative language teaching. So 
learners should have their own strategies to create the suitable 
opportunities with others to learn English communicatively. In the 
classroom social strategies are not expected to be use widely. However, 
out side the classroom the learners can have a lot of cooperative activities 
that social strategies will play a great role if the learner is keen on doing 
so. Therefore social strategies entail the initiation of the learners to work 
with his peers, teachers, and the native speakers. 
The course of the two faculties may vary in offering or at least 
encouraging the learners to use social strategies in learning English. The 
t-test is used here to look for the difference between the two facuhies. 
T-test of Social Strategies for Faculty of Arts and Faculty of Education frable5.29) 
Equal 
variances 
assumed 
Equal 
variances 
not 
assumed 
Levene's Test for 
Equality of Variances 
F 
.126 
Sig. 
.723 
T-test for Equality of Means 
t 
-.193 
-.195 
df 
298 
203.590 
Sig. 
(2-tailed) 
Ml 
.846 
Mean 
Difference 
1.7500E-
02 
1.7500E-
02 
Std. Error 
Difference 
9.069E-
02 
8.977E-
02 
* The mean difference is significant at ttie .05 level. 
The t-test reveals that there is no significant difference between the two 
courses. This means that the two teaching programs do not differ 
significantly from each other in terms of social strategy use. 
137 
The mean use of social strategies of the four academic levels is displayed 
in the table below. 
Number of Students, Mean and Standard Deviation of Social Strategies for thie Four 
Academic Levels of Study (Table5.30) 
LEVEL 
Level one 
Level two 
Level three 
Level four 
Total 
Mean 
2.8533 
3.6375 
3.1583 
2.8194 
3.1167 
A^  
100 
80 
60 
60 
300 
Std. Deviation 
.6944 
.6098 
.6498 
.6808 
.7393 
The table shows the differences in the mean use of social strategies of the 
four academic levels. Level two appears to have a higher mean use than 
all the other levels. Although level three gets lower mean than level two, 
it gets higher mean than level one and four that have almost the same 
mean use. To check the significance of these differences, it is appropriate 
to use ANOVA test. 
One-way ANOVA of Social Strategies for tfie Four Academic Levels of Study 
(Table5.31) 
Between Groups 
Within Groups 
Total 
Sum of Squares 
34.040 
129.376 
163.417 
df 
J) 
296 
299 
Mean Square 
11.347 
.437 
F 
25.960 
Sig. 
.000* 
* The mean difference is significant at the .05 level 
The ANOVA test shows that the students of the English majors must 
have a significant difference between at least two academic levels. To 
assign the differences among the four academic levels we can use Scheffe 
test. 
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Scheffe Test of Social Strategies for ttie Four Academic Levels of Study (Table5.32) 
(1) LEVEL 
level one 
level two 
level three 
level four 
(J) LEVEL 
level two 
level three 
level four 
level one 
level three 
level four 
level one 
level two 
level four 
level one 
level two 
level three 
Mean 
Difference 
(l-J) 
-.7842 
-.3050 
3.389E-02 
.7842 
.4792 
.8181 
.3050 
-.4792 
.3389 
-0.003388 
-.8181 
-.3389 
Std. Error 
9.917E-02 
.1080 
.1080 
9.917E-02 
.1129 
.1129 
.1080 
.1129 
.1207 
.1080 
.1129 
.1207 
Sig. 
.000* 
.048* 
.992 
.000* 
.001* 
.000* 
.048* 
.001* 
.050 
.992 
.000* 
.050 
95% Confidence Interval 
Lower Bound 
-1.0630 
-.6085 
-.2697 
.5053 
.1617 
.5006 
1.453E-03 
-.7966 
-0.004865 
-.3374 
-1.1355 
-.6783 
Upper Bound 
-.5053 
-0.001453 
.3374 
1.0630 
.7966 
1.1355 
.6085 
-.1617 
.6783 
.2697 
-.5006 
4.865E-04 
*The mean difference is significant at the .05 level 
Level two appears significantly different from all the other levels in terms 
of the social strategy use. Level three differs significantly from Level one 
but does not differ significantly from level four. Also level one and four 
do not significantly differ from each other. 
Finally, we have to conclude that the absence of the significant 
differences in the mean use of learning strategy and its types among the 
English majors of the two faculties entails that the two English teaching 
programs are not distinguished from each other in terms of enhancing 
students to use learning strategies and their types. Furthermore, the 
significant differences among the various academic levels of study show 
that both programs have some effect on encouraging the learners to use 
some types of learning strategies. However, the higher mean of use of the 
learning strategies of level two can be recognized as a qualitative jump 
from the stage of learning English in schools. It assures that the two 
programs have failed to encourage the students of the other levels to use 
learning strategies progressively and with a higher rate. 
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CHAPTER SIX 
Analyzing the Oral Strategic Performance of the 
English Majors of Taiz University 
Introduction 
One of the main aims of this study was to explore the types of strategies 
used by the English major students of Taiz University to communicate their 
intentions orally in English. However, two different types of tasks were 
applied: planned and unplanned tasks. Also, two situations of oral 
perfomiance were taken into consideration in this study: interactive and non-
interactive. This study sought the differences in the features of these two 
t)/pes of oral performance, i.e., interactive and spontaneous versus non-
interactive and non-spontaneous, in tenns of quantity and type of 
communication strategy use. The types of strategies that were found in this 
study were: generalization, paraphrase, restructuring, word coinage, 
interlingual, intralingual, appeal for an assistance, gesture, topic avoidance, 
message abandonment, and meaning replacement. Some of these strategies 
were found to be pervading most of the oral perfoiTnance while the others 
were limited in the number of use and restricted to specific types of 
messages. 
The task was a story presented to the subjects in the form of two pictures and 
some Arabic explanation that was given by this researcher for the twelve 
important items of the stoiy to focus on. It is assumed by this researcher that 
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a learner should have a clear intention as perquisite of producing an 
equivalent oral performance in the target language. Therefore the Arabic 
task was given at the beginning for both groups in order to measure the 
effect of the linguistic load and neutralize the other intervening factors; the 
speaker's attention should be directed only to solve problems relating to 
language production rather than generating the ideas. 
The sample was distributed into two groups. Each one had a different 
activity. The subjects of the first group (the English majors of Faculty of 
Education) were given time to read the details of the picture and to write 
clearly their intentions in Arabic in the form of a story. They were informed 
of the aim of the study and the type of performance required by them after 
the Arabic writing task, which was to tell the story orally in English. They 
v/ere given at least ten minutes to plan their talk according to what they had 
already written in Arabic. After ensuring that the students stated all the 
details they could recognize in the pictures, they were asked separately to 
retell the same story orally in English. This researcher read in advance the 
Arabic version of the students' story and then listened to them while they 
were narrating the story orally in English to an assistant of the researcher. 
After that the researcher asked questions in relation to their intentions 
(whether there were alternations or additional information in their 
intentions), the deviances in the target language or the hesitations, i.e. 
checking whether the students were applying a communication strategy or 
making errors. The oral performances of the students were audio recorded 
for fiarther analysis in which the researcher compared the story in Arabic to 
that in English in order to see what the learners intended and what form of 
the target language they used to suit their intentions. 
The second group (English students of Faculty of Arts) was divided into two 
groups: the first group was asked to listen to the story and the second group 
was required to narrate the story orally in English. The group which was to 
narrate the story was given two pictures representing the story of the thirsty 
crow and they individually wrote in Arabic the story with the help of the 
main points presented to them by the researcher orally and in Arabic. 
Directly after writing, each subject was asked to narrate the story in English 
to a partner of his level who did not know any thing about the story details 
and the latter was asked to interact with the narrator for gathering the details 
of the story in order to rewrite it in Arabic after the session. 
The researcher exploited Faerch's and Kasper (1983)' model and adapted it 
to analyze the learners' oral performance. This model was chosen because it 
takes into consideration the point of view of the learner (speaker's) and not 
that of the interlocutor or the analyst in assigning some of the 
communication strategies. Also, it has a wide description of the 
communication strategies and states clearly the relations among the various 
t3''pes of strategies. Above all, this model is based on a model of speech 
production that was adopted from Leont'ev (1975)1 
For the analysis method, this researcher attempted to get benefit of both 
qualitative and quantitative methods for analyzing the oral performance of 
the learners. It focused mainly on the lexical level of the speech. This is 
Claus Faerch and Gabriele Kasper, "Plans and Strategies in Foreign language 
communication," in Claus Faerch and Gabriele Kasper (eds.), Strategies in 
Interlanguage Communication (New York: Longman Inc., 1983). 
y\leksej Leont'ev, "Psycholinguistische Einheiten und die Erzeugung Sprachlicher 
Ausserungen, (Berlin D.D.R.: Akademie Verlag, 1975). 
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because most of the strategic behavior of the students was found to be 
prominent within that area. 
Features of the learners' oral performance 
The resuhs of this part of this study have revealed that the students to some 
extent were able to convey the meanings of their own intentions 
successfully. This does not mean that they have done the task perfectly but it 
means that the students of Taiz University are striving to learn and practice 
the English language using their possible means. This study has targeted 
these means of learning and communication. In tenns of communication 
strategies, the oral performance of the learners did not reach the required 
standards of the English teaching program in these two areas. Although, they 
used many communication strategies to avoid the lexical deficiencies in their 
interlanguage, they failed to monitor many deficiencies at the syntactical and 
discoursal level. They were entirely preoccupied with maintaining the 
meanings of their intentions disregarding other levels. However, some 
students used self-repairing to correct the deviances from time to time but 
many others could not. 
From a language learner's point of view, eiTors in this study were defined 
clearly; they are deviants in the language but the students either realize them 
after or within the performance or they think that they use the right word or 
structure. Communication strategies are the uses of linguistic items that the 
learners are doubtful about their correctness but these items reflect their 
intentions clearly. This includes both the unknown items, which the learners 
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use to compensate for; and the new items learnt, which the learners use to 
check their suitability. 
The second feature of the speech of these subjects was that some of the 
learners of English intentionally added some elaborations to the elements of 
the story, which the task did not compel them to include (it was optional in 
this study). This, in fact, gives the impression that the students always look 
for such chances to tiy out what they have already learnt. This is in fact one 
of the features that can be found in most of foreign language learners' 
speech at the beginning of their career. They tend to probe their ability to use 
some of their newly acquired linguistic knowledge; to practice and to check 
v^ /hether the new learnt words can convey their intentions. 
Use of communication strategies 
Looking at the number of communication strategies that were used in this 
study, one may think that the whole speech of the learners was strategic. The 
total number of communication strategies was 777 that were produced by 
both groups of subjects: 'NS/NI group' of the planned /non-interactive task 
and ' S/I group' of the spontaneous/interactive task. The only reason behind 
this large number of communication strategy uses is that the learners of 
English in Yemen have not got sufficient opportunities to use their language 
in a real communicative practice, where they can consolidate their learning 
of the target language and build their own reliable interlanguage to get the 
words ready on their tongues. Therefore, most of the learners used 
restructuring strategies more than any other strategy, which suggested that 
the learners were not confident enough that their interlanguage could suffice 
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to express themselves clearly. The second strategy used was literal 
translation. This strategy was the safest means for the learners to convey 
their meaning confidently. The third strategy was the message abandonment, 
which gave them a kind of shelter from committing eiTors. They referred to 
their mother tongue to translate their intentions. The fourth strategy was 
meaning replacement, by which the learners altered their intentions to 
communicate the necessary elements of the task, which could not be 
avoided. Furthermore, there were some differences between the two groups 
of subjects (Arts and Education) and also among the four academic levels in 
terms of the type of communication strategy use. This chapter will try to 
trace these differences and assess their significance, based on the statisfical 
methods. 
1) Use of functional reduction strategies 
The subjects of this study resorted to reduction as a major strategy. 
Reduction is the way that students use to minimize their intentions and the 
skillful avoidance of the difficulties that might lead them to fail in 
completing their oral task or from committing errors. They used this strategy 
to avoid many items of the story that were assigned by the researcher but in 
general they succeeded in conveying many of the main elements, which 
were imposed by them in the Arabic version. 
Reduction strategies were the tactics that the learners resorted to for 
avoiding committing errors. Three types of functional reduction of the 
propositional content strategies were found in this study: topic avoidance, 
message abandonment and meaning replacement. The total number of 
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reduction strategies used in both tasks was 277. Message abandonment was 
the most used strategy 166 and topic avoidance was the least 2. 
• Message abandonment 
The students of the Faculty of Education were given sufficient time to plan 
their oral performance which gave them a kind of self-confidence to 
participate in the oral phase, except a few who were very reluctant to fail but 
vvith a little encouragement they finally agreed. With regard to the use of 
reduction strategies it was noted that most of the reduction process were 
applied only on the items that they intended in advance not to include (their 
own elements) since they knew that they would not be able to produce the 
English equivalent forms. These cases were hidden message abandonment 
strategies that the students availed from their prior knowledge of the 
expected performance and decided to conceal their intentions that were 
reflected in the Arabic version. This researcher tried to investigate the 
learners about the elements that they would mention if the task was in 
Arabic. Some of them revealed more intentions but most of them did not. 
This researcher included such added intentions to the Arabic versions of the 
subjects and considered them as message abandonment strategies. 
It was noticed that the (NS/NI group) non-interactive and planned group was 
very keen on advancing the reduction of some items that seemed to them 
problematic but they were essential to the structure of the story. Here is an 
example from the transcript of one of the students from (NS/NI group). 
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4Ed2 
This story is about a-a the black bird ===the black bird ===was thirsty 
and cannot could not a-a no from from where he will have water .so he 
look for source of water ===so, he it a-a it a-a ===it find it finds it 
find ===bottom or a-a ===of water that have a-a a little of water in a-a 
in the bottom of it ==^^ . So he ====over a-a over thinking for a long 
time a-a how a-a how to find a-a that a-a to find that water in a-a in the 
bottom. So he a-a he === saw it saw ===rock of stone in a-a in a-a 
near a-a the bottom and he a-a or it ===take it and throw it in a-a the 
bottom a-a and the level of the water rise rise up and he a-a and it 
===watered it and water water. 
In this example, we notice that the student has ignored the existence of the 
item 'sitting on a branch of a tree' in the story. Though this element was 
veiy clear in the pictures, it could be ignored without affecting the events of 
the stoiy. However, she extended her use of message abandonment strategy 
to ignore one of the most essential elements of the stoiy ' jar\ which the 
whole story was about how to drink water from ajar that was half-filled. She 
dealt with the word 'jar' as if it was not important and she referred to the 
word 'bottom' to bypass the word 'jar'. This is because she was not certain 
of the right word; therefore, she preferred to resort to message abandonment 
strategy instead of committing a mistake. 
However, the students from I/S group of Faculty of Arts were neither given 
time to plan their oral perforaiance, nor any hints about the aims of the study 
beforehand. So, some of them wrote in Arabic many irrelevant details but 
they faced a difficulty to convey the same meanings in English. This 
compelled them to resort to message abandonment strategies more than any 
other strategy. This is an example from the Arabic writings of S/I group. 
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This situation shows how the birds can rescue from the 
predicaments, like this crow. If it did not try this trick and used its 
intelligence, it would not rescue from being thirsty and it would 
die from being so. Therefore human beings should think like 
these birds, which are at the highest level of intelligence. Also 
they should know how to solve their problems that they face and 
to follow the birds as an example. 
l^hese details, which the students included in their writings, were not 
accounted as communication strategies since they were out of contexts and 
do not relate to the events of the story. Here we gave this as an example. On 
the contrary relevant details which the students mentioned in their Arabic 
writings were considered message abandonment strategies, such as: 
- [Regrettably] 
- [An idea came into its mind] 
- [it decided to l<nock ttiejar over] 
- [It kept thinking] 
- [glanced around] 
However, in this study few students forgot to include some of the items that 
they had intended to, because they were not looking at their writings at the 
time of narration. Relying on the learner's point of view, these cases have 
been taken into consideration at the time of data analysis and were not 
accounted as reduction strategies. 
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Quantifying the data, we could realize that among the three types of 
reduction strategies, the most used strategy was message abandonment by 
both groups of subjects- 166 cases. The (S/I) spontaneous and interactive 
group used more message abandonment strategies, 55, than the (NI/NS) non-
interactive and non-spontaneous group '111'. Checking this significant 
difference in the mean use of message abandonment strategy between these 
two groups, we can apply the t-test statistics. 
T-test of Message Abandonment Strategies for the (l/S) and (NI/NS) Groups (Tabled.1) 
Equal 
variances 
assumed 
Equal 
variances 
not 
assumed 
Levene's Test for 
Equality of Variances 
F 
.336 
Sig. 
.564 
t 
.034 
.035 
T-test for Equality of Means 
df 
58 
41.76 
Sig. 
(2-tailed) 
.973 
.972 
Mean 
Difference 
2.500E-02 
2.500E-02 
Std. Error 
Difference 
.7376 
.7]28 
* The mean difference is significant at the .05 level. 
Despite the big difference in the number of use of message abandonment 
strategy, the t-test showed no statistical significant difference between the 
means of the two groups in using the message abandonment strategy. This 
entails that learners of both groups are similar in the use of message 
abandonment. 
However, a significant difference may be found among the four academic 
levels of study in the mean use of message abandonment. Using ANOVA we 
can check the effect of academic level on the use of message abandonment 
strategy 
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ANOVA of Functional Reduction of Propositional Content (IVIessage Abandonment) for the 
Four Academic Levels (Table6.2) 
Between Groups 
Within Groups 
Total 
Sum of Squares 
16.600 
404.133 
420.733 
df 
3 
56 
59 
Mean Square 
5.533 
7.217 
F 
.767 
Sig. 
.5/7 
* The mean difference is significant at the .05 level. 
Here, ANOVA also showed no significant difference in the mean use of 
message abandonment strategy by the four academic level of study. This 
result assures that it is not a mater of academy level, which drives learners of 
English to resort to use message abandonment and all students have the 
tendency to use this strategy. 
• Replacement strategies 
Students of English in Taiz University resorted to another strategy, which 
seemed a little bit difficult to be managed successfully specially at the time 
of speaking. Non-spontaneous group were expected to resort to meaning 
replacement strategy, because they had time to give up their advanced 
intentions and to replace them by others that gave different meanings but 
without affecting the final meaning of the story. Successfully, many subjects 
altered some events of the story to conceal their ignorance of the required 
vocabulary but some few others did not, because the new invented items 
spoiled the meaning of the events like the examples below: 
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He find he (it) find a small cup of water [jar] 
the urn {ajar} 
- A bottle [a jar] 
- Sparrow [a crow] 
The learner who resorts to replacement strategy should find out a similar 
item, which shares some functions of the replaced one, maintaining the 
whole aim of the story, otherwise, it will spoil the meaning of the task. In the 
first two examples, there were no comparisons between what they intended 
and what they said. This strategy was used here only to save the speaker 
from declaring his failure. On the other hand, in the last two examples some 
functions can be found to share 'a jar' and 'a crow'. This strategy is 
acceptable and will serve the meaning of the task. Therefore, interactive/ 
spontaneous group is liable to create more spoiled meaning replacement 
strategies but non-interactive/non- spontaneous group has time to use proper 
replacement strategies or to resort to another strategy. 
However, most of the replacement strategies were found not to affect the 
main events of the story rather the imposed details that were added by the 
learners themselves. Both groups used meaning replacement '69' fimes. The 
NS/NI group was more successful than S/I group specially when they dealt 
with the main events of the story and unexpectedly used fewer meaning 
replacement strategies than S/I group did. Here are some of the successful 
replacement strategies that have been employed in the task. We can 
recognize that the learner said something which was different from what he 
intended but it shared a lot with his intended target form. 
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- The water in the bottom {the level of water was low} 
- Because ==the water a-a some a-a a little in the jar {the water was at 
the bottom} 
- When he he sta..he (it) stand for a while {it puzzled for a while} 
In figures, it was found that both groups used (69) meaning replacement 
strategies. The S/1 group used (35) meaning replacement strategies, with a 
mean of (1.75) while the NS/NI group used (34), with a mean of (0.85). 
However, the t-test statistics shows how much the difference in the mean use 
is significant. 
T-test of the Meaning Replacement Strategies for (l/S) and (NI/NS) Groups 
{Tables. 3) 
Equal 
variances 
assumed 
Equal 
variances 
not 
assumed 
Levene's Test for 
Equality of Variances 
F 
5.461 
Sig. 
.023 
T-test for Equality of Means 
t 
-2.973 
-2.592 
df 
58 
27.375 
Sig. 
(2-tailed) 
.004 
0.015* 
Mean 
Difference 
-.9000 
-.9000 
Std. Error 
Difference 
.3027 
.3472 
* The mean difference is significant at the .05 level. 
The t-test showed a significant difference in the mean use of meaning 
replacement strategies in favor of S/I group. This means that there is a 
tendency towards using replacement strategies by the English majors at the 
time of speaking. 
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Also we can use ANOVA to check the availability of mean difference 
among the four academic levels of study in terms of the use of meaning 
replacement strategies. 
One-way ANOVA of Functional Reduction of Propositional Content (Meaning 
Replacement) for the Four Academic Level (Table6.4) 
Between Groups 
Within Groups 
Total 
Sum of Squares 
1.783 
79.867 
81.650 
df 
56 
59 
Mean Square 
.594 
1.426 
F 
.417 
Sis. 
.742 
* The mean difference is significant at the .05 level. 
The academic level was found not to affect the mean use of meaning 
replacement strategies. This suggests that the students of all academic levels 
tend to use this strategy similarly. 
• Topic avoidance strategies 
Topic avoidance strategy is the most harmful strategy if students get 
addicted to it. In this study two students resorted to topic avoidance strategy, 
one from NS/NI group and one from S/L The student of S/I started talking 
and gave up in the mid of the task, while the student of the NS/NI agreed to 
participate but he gave up talking at the beginning of the task itself 
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2) Use of interlanguage strategies 
The interlanguage strategy is veiy important for developing the learner's 
communicative competence, since it relies mainly on exploiting the 
available interlanguage resources, that have been already acquired, to be 
applied in situations that seem to be problematic. Many of the learners of 
Einglish as well as first language speakers refer to such strategies to express 
their intentions when words fail them. It is a very common strategy that most 
of the people use but with various degrees. Learners also use such strategies 
vvhen they feel that they are deficient in vocabulary. 
Three strategies of this category were found prominent in the corpus of the 
E^nglish majors of Taiz University. The most used strategy was found to be 
restructuring and the least was paraphrasing. 
• Use of generalization strategies 
Generalization strategy is the most common strategy with which the speaker 
uses general terms as well as synonyms to refer a particular item when his 
memory fails him to recall the exact word or he lacks it. Most of the learners 
used this strategy for the second reason but only few for the first. The results 
revealed that some of the learners intended to use this strategy but they could 
not cope with it well. They used very general terms that distorted the events 
of the story and such instances were accounted as replacement strategies 
instead. Also, most of the generalization strategies found in the corpus, were 
to compensate for very limited terms such as: 
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- stones {pebbles} 
- Rocks {pebbles} 
- A raven {a crow} 
- A bird {a crow} 
- Still looking for {kept looking for} 
Both groups NS/NI and S/I resorted to generalization in the same way. This, 
in fact, suggests that the learners have not acquired sufficient number of 
synonyms that will revive and expand their linguistic resources enabling 
them to compensate for a missing vocabulary in any oral task. Also, the use 
of the wide general terms suggests that the learners tend to use a bilingual 
dictionary to look up new words which in many cases the offered meanings 
are deceptive and learners take them as synonyms without looking up a 
monolingual dictionary, in which one can get the right use with accurate 
meaning. 
However, the total sum of instances that the English major students used 
generalization strategy was '73'. The NS/NI used '46' with a mean of use 
for each subject '1.15' where as the S/I group used '27' with a mean of use 
'1.35'. Using t-test, we can check the significant difference in the mean use 
of generalization strategies between the two groups. 
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T-test of the Generalization Strategies for the (l/S) and (NI/NS) Groups (Table6.5) 
The mean difference is significant at the .05 leve 
Equal 
variances 
assumed 
Equal 
variances 
not 
assumed | 
Levene's Test for 
Equality of Variances 
F 
.111 
Sig. 
.740 
T-test for Equality of Means 
t 
-.708 
-.723 
df 
58 
40.3 
03 
Sig. 
(2-taHed) 
.482 
.474 
Mean 
Difference 
-.2000 
-.2000 
Std. Error 
Difference 
.2823 
.2765 
The t-test showed no significance in the use of generalization strategy, 
which explained that all students were unable to use synonyms or general 
terms to express themselves in better ways. Even NS/NI group could not get 
benefit from their planning fime to compensate for their ignorance of the 
needed words. 
The ANOVA was used to test the significance of mean difference among the 
four academic levels in terms of using the generalization strategy. 
One-way ANOVA of Interlanguage Strategies (Generalization Strategy) for the Four 
Academic Levels (Tabled.6) 
IJetM'eeii Groups 
Within Groups 
Total 
Sum of Squares 
2.583 
59.600 
62.183 
df 
o 
J 
56 
59 
Mean Square 
.861 
1.064 
F 
.809 
Sig. 
.494 
The mean difference is significant at the .05 level. 
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The ANOVA revealed no significant difference in the mean use of 
generalization strategy. This means that the four academic levels use this 
strategy with the same rate and same manner. As a matter of fact, advance 
levels tend to have more linguistic resources than the lowest level. This 
should give them the capability to behave more strategically in learning and 
communication. This was not so due to the lack of significance in the mean 
use of this strategy among the four levels of study. 
• Use of paraphrase strategies 
The second common strategy is paraphrase. It is always presented in 
interactive situations where a speaker has to explain to his interlocutor terms 
that appear to him unavailable. In everyday language, paraphrase seems too 
necessary to make one clearer in his speech. Language learners also resort to 
such strategy when they talk with their teachers and their partners. However, 
the main reason behind using paraphrase strategy by the learners with their 
teachers is often for seeking help to find a terni that he lacks. In this study 
the two groups used paraphrase strategy but it was extremely restricted to 
specific words such as: 
- Black bird {crow} 
- Small stones {pebbles} 
- A kind of bird who is flying {a crow} 
- A thing where we put water in {ajar} 
- With a small amount of water {a little of water} 
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Though these uses were quite restricted, they were employed successfully by 
the learners to explain their intentions. The noticeable behavior in the 
interactive and the spontaneous situation was that the subjects of both groups 
did not tend to request a help or offer a kind of help by using the structure 
'do you mean a bird which...'. This was due the fact that both the 
interlocutor and the speaker lacked the right structure of paraphrase strategy; 
otherwise the action of help would be there. 
However, this strategy is difficult for the learners because it needs an 
amount of controlling the structure of the paraphrasing language, with some 
skill in imagining the related features of the term. Above all, it is more 
difficult especially when dealing with abstract items. The difficulty in using 
this strategy was apparent with both groups where in the first situation 
(NS/NI) group told the story to a teacher who was supposed to give help if 
the learner requested using the request structure. In the second situation 
v/here interactive environment existed, neither the speaker nor the 
interlocutor did offer or asked for help. 
The learners of both groups used this strategy 39 times. The NS/NI used it 
25 times with a mean of use 0.62 and the S/I group used it 14 times with a 
mean of use '0.70'. Checking the significance in the mean use of the 
paraphrase strategy between the two groups, we will use the t-test statistics. 
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T-test of the Paraphrase Strategies for the (l/S) and (NI/NS) groups (Tabled.?) 
Equal 
variances 
assumed 
Equal 
variances 
not 
assumed 
Levene's Test for 
Equality of Variances 
F 
.063 
Sig. 
.802 
t-test for Equality of Means 
t 
-.360 
-.367 
df 
58 
40.053 
Sig. 
(2-tailed) 
.720 
.716 
Mean 
Difference 
-7.5000E-
02 
-7.5000E-
02 
Std. Error 
Difference 
.2084 
.2045 
* The mean difference is significant at the .05 levet 
The t-test did not signify the difference in the mean use of paraphrase 
strategy between the two groups. This revealed that both groups 'interactive 
and non-interactive' used this strategy similarly. They failed to extend the 
use of paraphrase to their repertoire availing from the opportunities that they 
had to use paraphrase strategy for seeking help as well as a strategy to 
explain unknown tenns. 
We also need to investigate whether the academic levels enhance the use of 
paraphrase strategy, because this strategy mainly requires an advanced 
linguistic ability to be mastered. Comparing the mean use of the four 
academic levels by using ANOVA we can verify such claim. 
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One- way ANOVA of Interlanguage Strategies (Generalization Strategy) for the Four 
Academic Levels (Table6.8) 
Between Groups 
Within Groups 
Total 
Sum of Squares 
5.383 
28.267 
33.650 
df 
3 
56 
59 
Mean Square 
T794 
.505 
F 
3.555 
Sig. 
.020 
* The mean difference is significant at the .05 level. 
The t-test revealed a significant difference in the mean use of paraphrase 
strategy. Level one had a mean of '0.400', level two '1.13', level three 0.40' 
and level four '0.65'. Level two got the highest mean and level three and one 
got the least. We need therefore to investigate where the significance lies 
among these differences in the mean use of paraphrase strategy. We have 
chosen the 'Tukey HSD' to perform the multiple comparisons among the 
four academic levels. 
^Tukey HSD of Paraphrase Strategies for the Four Academic Levels of Study (Table6.9) 
(1) ACDLEVEL 
level one 
level two 
level three 
* The mear 
(J) 
ACDLEVEL 
level two 
level three 
level four 
level one 
level three 
level four 
level one 
level two 
level four 
1 difference is 
Mean 
Difference 
(l-J) 
-.7333 
.0000 
-.2667 
.7333 
.7333 
.4667 
.0000 
-.7333 
-.2667 
significant at t 
Std. Error 
.2594 
.2594 
.2594 
.2594 
,2594 
.2594 
.2594 
.2594 
.2594 
he .05 level. 
Sig. 
.032* 
1.000 
.734 
.032* 
.032* 
.285 
1.000 
.032* 
.734 
95% Confidence Interval 
Upper 
Bound 
-1.4203 
-.6869 
-.9536 
4.640E-02 
4.640E-02 
-.2203 
-.6869 
-1.4203 
-.9536 
Lower 
Bound 
-4.6399E-02 
.6869 
.4203 
1.4203 
1.4203 
1.1536 
.6869 
-4.6399E-02 
.4203 
Does not use Harmonic Mean of Sample Size 
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In Tukey HSD multiple comparisons, we notice that level one differs 
significantly from level two and level two differs significantly from three. 
That means level two students significantly used more paraphrase than level 
one and three. However, level four does not significantly differ from level 
one or two. Unfortunately, the test of Scheffe does not show any significant 
difference among the four academic levels in the mean use of paraphrase. 
This last test seems reliable in the sense that it takes more rigid procedures 
in assigning the significance of difference and uses the harmonic mean 
samples size. Despite that, level two showed a higher mean of use and this 
can be referred to factors related to the language learning strategies. 
• Use of restructuring strategies 
Restructuring is the easiest strategy that gives the learner a kind of relief of 
giving the exact equivalent form to his intentions. So most of the learners in 
both groups used this strategy more than any other strategy. This gives the 
impression that the English major students of Taiz University strive for 
using English, although, they learn English language in a very frustrating 
environment. With restructuring strategy, the subjects of this study avoided 
the difficulty in producing the intended message by exploifing the flexibility 
features of the language such as negation or the opposite, the antonyms, 
ignoring details, exploiting similarity in the use or the features of the term, 
and twisfing the semanfic features to suit the intended meaning. 
- It wasn 't full of water [it was half-filled] 
- But ==he (It) can't ==drink from that ==water[it was difficult to drink] 
- near the a-a the well ok [beside] 
- He wants water [looked for water] 
- He reach to a solution [an idea came into its mind] 
- he hurhed to this jar [it flew to it quickly] 
- After the==water ==rise and a-a drink from water [when the level of 
water rose high it drank] 
with water [contained water] 
- I went to watch him [I approach it] 
- Because the jar was not full [at the bottom] 
As we can notice most of the strategies were used to avoid using one form of 
target language that seems problematic to the learner. In fact, according to 
Faerch and Kasper some of these uses can be categorized as formal 
reduction strategies but this researcher preferred to call them restructuring 
strategies because none of the learners has acknowledged that they have 
been avoiding rather they have been struggling to find the suitable structure 
for their message. Some other researchers called some of these uses a 
simplification strategy (such as Blum-Kulka and Levenston, 1983)1 But in 
fact those who originally lack the proper structure cannot apply 
simplification to the target language. 
Flestructuring seemed to be the most usable strategy among the learners of 
English majors of Taiz University. One of the reasons for this could be that 
most of the teachers are not Yemeni and they use simple structures to 
simplify their language in the classrooms. Learners of English language tend 
to imitate their teachers who sometimes have to use the simplified language 
•' Shoshana Blum-Kulka and Eddie Levenston, "Universals of lexical simplification," in 
Claus Faerch and Gabriele Kasper (eds.), Strategies in Interlanguage Communication, 
(New York: Longman Inc., 1983). 
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only to explain difficult language, especially in literature classes, to suit their 
learners' linguistic level. Also, most of the Yemeni learners are very 
cautious of committing a lexical mistake, so they prefer to use what they are 
sure of to what they are not. 
The number of the instances, the restructuring strategy was used, was '220'. 
The S/I group used it '92' times with a mean of use '4.60' and the NS/NI 
used it '128' times with a mean of use 3.20. Finding out the mean difference 
between these groups will high light the effect of planning and the 
interactiveness of the task on producing more restructuring strategies. The t-
test was used to check the significance of the difference in the mean use of 
restructuring strategy. 
T-test of the Restructuring Strategies for the (l/S) and (NI/NS) Groups (Table6.10) 
Equal 
variances 
assumed 
Equal 
variances 
not 
assumed 
Levene's Test for 
Equality of Variances 
F 
.092 
Sig. 
.762 
t-test for Equality of Means 
t 
-2.758 
-2.807 
df 
58 
39.931 
Sig. 
(2-tailed) 
0.008* 
.008 
Mean 
Difference 
-1.4000 
-1.4000 
Std. Error 
Difference 
.5075 
.4987 
* The mean difference is significant at the .05 level 
The t-test showed a significant difference in the mean use of restructuring 
strategies. This means that the S/I groups used this strategy more than NS/Nl 
group. This pinpoints the effect of non-planning situation in encouraging the 
learners to use more restructuring strategies. This result is expected because 
the subjects of the S/I group were tiying to tell the story in a very clear 
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manner to prevent any kind of ambiguity. This was not the case with the 
NS/NI group where they were trying to avoid committing a mistake before 
the researcher. In fact we cannot claim that the effect of interactiveness is 
not the only factor but other intervening factors may have some effect, in 
particular, the non-genuine environment of the conversation. However, we 
can claim that planning may reduce the reliance on restructuring strategies. 
This is because the time is a crucial factor in recalling the exact words to suit 
the intended message. 
We also need to find out the effect of academic level on the mean difference 
of using restructuring strategies. We used ANOVA to compare the means of 
using restructuring strategy among the four academic levels of study. 
One-way ANOVA of Interlanguage Strategies (Restructuring Strategy) for the Four 
Academic Levels (Tabled.11) 
Between 
Groups 
1 Within Groups 
Total 
Sum of Squares 
12.933 
212.400 
225.333 
df 
3 
56 
59 
Mean Square 
4.311 
3.793 
F 
1.137 
Sig. 
.342 
* The mean difference is significant at the .05 level 
No significant difference was found among the four academic levels. This 
assures that the academic level had no effect on using the restructuring 
strategies. All the subjects of this study used this strategy almost in a similar 
v/ay. 
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3- Use of interlingual strategies 
InterUngual strategies are of two types: hteral translation strategies and 
borrowing. The former strategies were one of the most used strategies that 
were found to solve problems related to lexical level of language while the 
second were limited and solved problems at the syntactical level. In this 
study we will focus on the first type of interlingual strategies, which were 
used profusely by the students to overcome inability to produce messages 
that they did use before. Learners have so many intuition and intentions that 
the target language equivalents are not at their disposal to be formed. For the 
reason that the learners have already acquired their own linguistic system 
that is almost well developed, so they will naturally resort to this developed 
system to solve the problems that emerge in their oral production of the 
tEirget language. This activity has some advantages and disadvantages that 
may affect the quality of the oral product. When literal translation strategy is 
used the oral production may sometimes sound odd if it is intended to 
communicate with a native speaker. But if it is used to communicate with a 
person of the same language, the only advantage is that the speaker's 
message will be recognized. 
In this study, the subjects used this strategy widely in their oral performance. 
This researcher noticed that the students to some extent felt that they were 
translating literally from their language. This feeling, in my opinion, was 
good because if learners could realize the oddity of the utterance they would 
exert efforts to get the target like utterance at their course of study. However, 
English teaching program should regularly study this very important 
phenomenon in order to activate the suitable treatments that will help the 
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students easily to find out the target-like forms that emulate their own 
intentions. Otherwise learners will consolidate such learning and it will 
become part of their interlanguage. 
• Use of literal translation strategies 
The learners used literal translation as a strategy for getting the target form 
that could convey the messages they intended. It has been noticed that the 
learners were trying to avoid allowing the interference from their mother 
tongue but they were driven by the task. So the interference of the mother 
tongue was inevitable and it was apparent with both low levels and advanced 
levels and with the S/I group and NS/NI group. The subjects of this study 
almost faced the same problems that concerned some messages and they 
solved them using this very reliable strategy, in their point of view to avoid 
committing a mistake. 
- To throw {to drop} 
- To take {to pick up} 
These two examples from the corpus were noticed in many of the subjects' 
oral performance. They relied heavily on their own language 'colloquial' 
'RAMA- and 'AKHADA'. These two words are having different connotations in the 
standard language and they are not equivalent to 'ASQADA- and 'ELTAQADA: The 
students when they refer to a bilingual dictionary they do not focus on the 
various connotations of the standard language but they take the meanings in 
a colloquial language. The other reason can be attributed to their way of 
cognitive analysis, where the action of 'throwing' is involved in the action of 
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'dropping' in which one uses his hand to catch an object and either to let it 
move through the air (to throw) or to let it fall into something (to drop). The 
same cognitive process was used for compensating (take) for (picked up). 
As a result of following that kind of analysis therefore, the literal translation 
was inevitable. 
Other uses of literal translation can be referred to some other kinds of 
cognitive analysis but in general the use of colloquial language of the learner 
to translate to the target language is the common cause for the literal 
translation strategies. 
- The water was so far {the level of water was too low to reach} 
- Below to drink {flew down to drink} 
- In down {at the bottom} 
- Until the rise the rise the water {until the level of water rose} 
- Flew plus flew {kept flying} 
- There found a raven [there was a crow] 
- It was difficult to arrive ==urn [he couldn't reach the water] 
- He went on a branch of a tree [flew to sit on a branch of a tree] 
- Stand on a branch {it sat} 
- He saw a-a it saw on the a-a on the jar [it looked into the jar] 
Studying these utterances, we can distinguish between two groups. The first 
is resuh of the interference of the colloquial Arabic language of the subjects. 
The second can be referred to the fact that the standard Arabic language has 
options in using one word for both meanings or two words for one meaning. 
In the first five utterances the subjects focused on the surface meaning of the 
target form that suited some connotations in their colloquial language. While 
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in the last five utterances for example the word 'look' and 'saw' though in 
standard Arabic they are different but they are used interchangeably when 
the informal language is used, but with some syntactical adaptations: ''NAZAR 
ELA AL-ENA-A" it lookcd iuto the jar, ''RAA ALMA-A FI AL-ENAA"{\\ saw the water 
in the jar}. Also, the intercultural criterion is crucial for selecting a word 
from two possible options. For example the use of the word ""WAQAFA" 
{stood} is always used in Arabic with birds while in English {sat} "JALASA" is 
always used. So in this utterance the learner were driven by that criterion to 
choose the equivalent of the word used in their mother tongue. Different 
from these two examples, while in English there are two forms reach and 
arrive, in Arabic there is one form {WASALA}^ The learners clearly chose one 
of the target forms since both are the same in Arabic. We can claim that the 
strategy of literal translation resulted from an interference of the first 
language, either colloquial or standard. 
However, the learners used this strategy 148 times, which made it the second 
in the rank of using the other types of communication strategies. The S/I 
group used it 80 times with a mean of use reached 4.0 while the NS/NI 
group used it 104 with a mean of use 2.6. This shows that planning may 
have some effect on reducing the instances in which learners can resort to 
this strategy to solve problems in fomiing the target fonns. So the proper 
statistics is the t-test that will be used to compare the means of the two 
groups. 
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T-test of the Literal Translation Strategies for (l/S) and (NI/NS) Groups (Table6.12) 
Equal 
variances 
assumed 
Equal 
variances 
not 
assumed 
Levene's Test for 
Equality of Variances 
F 
1.355 
Sig. 
.249 
t-test for Equality of Means 
t 
-2.728 
-2.583 
df 
58 
33.102 
Sig. 
(2-tailed) 
0.008* 
.014 
Mean 
Difference 
-1.4000 
-1.4000 
Std. Error 
Difference 
.5131 
.5420 
* The mean difference is significant at the ,05 level 
The t-test showed a significant difference between the two groups in terms 
of using this strategy. So we can say the time that was given to the subjects 
reduced the tendency to use literal translation strategy. So planning time is 
crucial in increasing and decreasing the use of this strategy. 
Since there were differences between the two groups, we may also find a 
difference related to the academic level. It is expected that those of low level 
may have a tendency towards using this strategy more than the advanced 
learners due to their underdeveloped linguisfic competence. 
One-way ANOVA of Interlingual Strategies (Literal Translation Strategy) for tfie Four 
Academic Levels (Table6.13) 
Between 
Groups 
Within Groups 
Total 
* The mean differe 
Sum of Squares 
14.000 
215.733 
229.733 
nee is significant at 1 
df 
3 
56 
59 
he .05 level 
Mean Square 
4.667 
3.852 
F 
1.211 
Sig. 
.314 
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The ANOVA test did not show any significant difference between at least 
two academic levels at the use of literal translation strategies. This means 
that all the levels are similar in their tendency to use the literal translation 
strategy to solve the linguistic problems. 
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C H A P T E R S E V E N 
Teaching Communication and Learning Strategies 
Introduction 
One of the most negotiable issues in strategic competence research is the 
teachability of communication for language learners. This particular phase 
of strategy studies has suffered from many shortcomings and 
misinterpretations that posited the study of strategic competence in a 
position that has no value in regard to its impact on the learner's learning 
behavior and performance. There are three assumptions which have 
dominated the literature of strategic behavior: the strategic competence is 
like intelligence or aptitude that we just can recognize but cannot modify, 
the strategic competence can be learnt and taught, and the strategic 
competence can be taught and learnt but through task-based activities (not 
in an abstract manner. This diversity in assumptions was created in the 
literature due to some factors. 
Firstly, it is because of the lack of consensus on the nature of 
communication strategies. As a matter of fact, the diversity in the views 
towards the learner's language has enriched the study of strategic 
competence and the ensuing results have led to reveal some issues in regard 
to understanding the language learner's behavior and the underlying 
cognitive processes that have been the core of the language acquisition 
studies. In studies of language acquisition, researchers have admitted that 
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strategic competence is a reason behind the surpassing of some learners in 
achieving good results in language learning and the failure of others who 
undergo the same program. Bialystok (1978)' was aware of that and 
declared 
"It is always the case that some individuals are more successful than 
others in mastering the language, even though the language experience has 
in all cases been ostensibly identical." 
Thus, strategies seem to be the main reason but researchers still have 
contradictory views in the issue of teaching strategic competence. This 
contradiction centers on whether strategies are part of the learners' cognitive 
system and thus strategies maintain themselves according to the proficiency 
in language or they are distinct entifies of communications and learning that 
learners' need to have experience in communication and learning situations 
to get an acceptable control over deploying them in their communicative and 
learning activities. 
The second reason arose as a result of the difficulty in depicting a clear 
picture for the relation between communication strategies to learning 
strategies. That, in fact, is due to the isolation of studying the phenomenon 
of communication strategies from its right developmental sides. As a resuh 
of that isolation, those who considered communication strategies pure 
problem-solving processes could not see any relation between 
communicafion strategies and learning strategies. They limited the use of 
communicafion strategies to the existence of a communicative failure or 
breakdown in conveying the intended meaning; speaker or learner resorts to 
' Ellen Bialystok, "A Theoretical Model of Second Language Learning," Language 
Learning, Vol.; 28/1 pp.69-83 (1978) 69. 
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communication strategy by any means available to him to avoid the 
breakdown of communication. Furthermore, learning strategies are mere 
techniques used to have a further progress in language attainment. In fact 
every individual has only one cognitive system that organizes the processes 
of learning and communication. What needed is the activation of this 
cognitive system to work on the specific task (either on a learning task or a 
communicative one). 
Thirdly, it is due to mystifying relation between communication strategies 
and errors. Selinker (1972)" has claimed that the en'ors, which are committed 
by the language learners, result from an application of communication 
strategies. Also, most of the researchers consider errors of language learners 
a normal process in terms of language development. So, in language 
acquisition literature errors suggest a sign of language development. This 
entails the use of a deviant language by a child or a language learner that is 
highlighted in terms of active learning. Thus, communication strategies are 
not excluded. But some of the researchers do not differentiate between these 
strategies and errors. According to Selinker, deviant language that is 
produced as a result of a successful application of communication strategy is 
not much different from deviances produced as a result of a failure of using 
communication strategy. So, it is worthwhile to differentiate between 
communication strategy and communication failure. Otherwise, teaching 
communication strategies will not be more than the way of teaching learners 
how to use deviant language rather than using alternative means of 
expressing the same idea. Henceforth, A communication strategy is almost a 
^ Larry Selinker, "Interlanguage," IRAL, Vol.: 10/1 pp.209-231 (1972) 217. 
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good language (target-like structure) not completely deviant one, in the 
sense that it gives almost a similar meaning with, sometimes, 
unconventional alternatives. In addition, it can be considered, a trial 
{hypothesis testing) from the learner to convey unknown term or structure, 
which he is not sure of, in the target language. It is used mainly to avoid 
committing errors or non-fluent communication. The negative aspect of 
communication strategy is when the learner avoids the whole topic or part of 
it. On the other hand errors, which can sometimes result from a failure of 
communication strategy, can be distinguished from communication strategy 
in that the used utterance besides violating the conventional rules of a 
language, does not convey the same meaning of the intended idea. 
The learners who commit the fossilized errors often do not know that they 
produce a deviant language. Monitoring-related errors are common among 
learners who lack the experience in communication. The learners, who 
commit those errors, realize their eiTors as soon as they produce them or 
after sometime. Fossilized errors cannot, by any means, be considered 
communication strategies but the latter can be the result of a failure in 
applying the right communication strategies. This failure can be attributed to 
many factors either related to the learners or to the task. 
The last and the most important reason, is whether strategic competence is 
transferable ability from the first language. The contradiction in views arose 
from the comparison between the strategies used in the first language and in 
the second language. The study that was conducted by Bongaerts and 
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Poulisse (1989)^ has showed that non-native speakers use the same strategies 
native speakers use. In fact this is not a convincing reason to abolish the 
need for teaching strategies due to the fact that not all students have the 
ability to transfer their experiences of learning and using their first language 
to learn and use the second language. Likewise, the ability to communicate 
in one's mother tongue does not entail the ability to communicate in the 
foreign language where the strategies that are used to learn one's first 
language relied mainly on a full and long term of exposure. Also producing 
and communicating in first language can be easier as it relies on concrete 
and wide resources rather than abstract and limited resources, as in the case 
of the foreign language communication. The type of feedback accompanying 
learning first language is different in quality and quantity from learning a 
foreign language. The most important difference is that the parents activate 
strategies that are used with learning the first language while in the situation 
of learning a foreign language teachers seem to just teach the language and 
they leave the matter of strategies to be tackled by the learners themselves. 
However, there are sfill many issues which need to be explained in order to 
reach a clear perspective of the strategy phenomenon. These issues are 
summarized by McDonough (1999) 
"Many question remain unanswered. We do not have an adequate 
theory of strategic beiiavior to which all the results can be related. The 
relationship between strategy use and proficiency is very complicated: 
issues such as frequency and quality of strategy use do not bear a 
3 Theo Bongaerts and Nanda Poulisse, "Communication Strategies in LI and L2; Same or 
Different," Applied Linguistics, 10/3 pp. 253-268 (1989) 265. 
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simple linear relationship to achievement in a second language. The 
role of strategies as an explanation of learning contrasts with the 
conception of strategies as an aid to learning" . 
Also, in relation to the issue of strategy training, the conclusion, that has 
been arrived at by McDonough (1999) is that 
"teaching strategies is not universally successful, but the latest 
research is showing that, m certain circumstances and modes, 
particularly when incorporated into teacher's normal classroom 
behavior, and thus involving teacher training as well as learner 
training, success is demonstrable" . 
Importance of teaching communication and learning strategies 
Teaching strategies is an essential activity and any language-learning 
program should equip the learners with all kinds of strategies that might 
enhance learning activities and language performance. The necessity of 
teaching strategies is based on the fact that language learners use different 
kinds of strategies in their language produchon and language learning. Those 
strategies are to some extent responsible for the progress in the language 
attainment and production. In her theoretical model of second language 
learning, Bialystok (1978)'^ attributed the individual variations in 
achievement and differences in skill development to the extent to which 
various language learners use the learning strategies. 
"* StevenMcDonough, "Learner Strategies," Language Teaching, Vol.: 32/1 pp. 1-18 
(1999) 13. 
^McDonough, 13. 
'Bialystok, (1978)82. 
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Chamot (1998) mentioned some of the reasons behind the importance of 
teaching learning strategies: 
"the intent of learning strategies instruction is to help all students 
become better language learners. When students begin to understand 
their own learning processes and can exert some control over these 
processes, they tend to take more responsibility for their own learning. 
This self-knowledge and skill is regulating one's own learning is a 
characteristic of good learners" . 
However, the matter of teaching strategy is still a controversial one. Here it 
is useful to have further mfonnation about the role of strategies in the 
educational system to identify the kind of intervention that is needed for the 
teaching of strategies. 
Continuity of learning and production 
A change in performance is not the only effect of using communication 
strategies or learning strategies. The other benefit that may surpass the 
quality of the performance is the continuity of production and learning. 
Learners who feel difficulty in comprehending the new knowledge may halt 
and reject the learning task. This is the expected behavior from the learners 
who have a poor strategic competence or do not activate it. This behavior is 
common among the beginner learners who keep silent for a long period and 
Anna Chamot, Teaching Learning Strategies to Language Learners, One of a Series 
of Module for the Professional Preparation of Teaching Assistants in Foreign Language, 
Applied Linguistic Center(1998) 5 <http://e-flt.nus.edu.sg/v]nl2004/chamot,pdf>. 
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do not involve themselves in any kind of conversation since they are haunted 
with the feeling that they will produce eiToneous language that will draw the 
attention of their instructors to their weaknesses. If they are stuck to such 
feelings those learners will never learn or at least learning will take a long 
time. 
In this study the researcher faced a great difficulty in convincing the learners 
to participate in the study, fhey were afraid of speaking where each subject 
needed about five to ten minutes before speaking to be encouraged. Also the 
researcher explained to them how their speech would be necessary for this 
researcher to complete his study. In fact this fear is reasonable since the 
learners do not have any experience in speaking except casual talks with 
their teachers or fully planned ones in the classrooms. The greatest difficulty 
this researcher faced was with the subjects of the faculty of arts who were 
asked to speak spontaneously after writing the task in Arabic. It was very 
hard to convince the learners to tell the story in English and so that it could 
be recorded. They were asking questions about the research while they were 
seeking time for planning the task. That in fact frustrated the researcher and 
he had to cancel some of the sessions to avoid violating the conditions of the 
task. 
Success of oral production is the real motivation 
Although, planning and preparing a real topic task by the teacher seems very 
difficult, it is very important for language learner to do meaningful practice 
of language. In the same way, a learner who is involved in real 
communication has to address unexpected issues that he has never addressed 
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before or practised. So the use of communication strategies helps a lot in 
attaining a feeling of success that in turn can be a motivation for future 
learning. In addition, strategies will be a learning tool through which 
learners plan their learning and language use. Planning can be by recalling 
all the knowledge related to one's communicative intention or needed by the 
learning activity. 
Strategic intervention and performance quality 
To highlight the importance of strategic competence it seems very important 
to show the effect of strategic competence on the quality of the learners' 
performance i.e. whether the use of conscious strategies can yield a quality 
of language that surpasses the type of language produced without using any 
kind of strategies. It seems that the use of strategies is inevitable m normal 
language production. However, using some kinds of strategies consciously 
in producing a chunk of language may yield a better version of that chunk. 
This is always noticed in producing written language, where the writer plans, 
writes, revises, rewrites, revises again and produces the final draft. By no 
means, writing only one draft by the same person on the same topic will not 
result in better quality. Therefore, the use of strategies in producing language 
can improve its quality. 
However the quality here is a relative feature, for example; language 
learners sometimes are liable to a linguistic deficiency or memory failure 
during the communication. So, they have two options: either to hah speaking 
or using other alternatives even if they are not conventional. This entails that 
the use of communication strategies to reveal the intended meanings in the 
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second language is by no means better than to keep silent or to produce fully 
erroneous and non-fluent language. The feeling of a complete failure will 
kill the self-confidence of the learner and may drive him to reject learning 
forever. On the contrary, the feeling of a success will call for a progress in 
learning process and will affect the quality of performance in future. 
Types of strategies and good quality of performance 
Accepting the idea that strategic intervention leads to improved performance 
from that of the non-strategic behavior, we have to explore what are the 
strategies that encourage the learners to produce a good quality of 
performance. In fact, h is not only a matter of 'which' but also a matter of 
'when' and 'how' these strategies should be used. Therefore, the type of 
strategy and its proper use may assign whether the resulted performance is 
of a good quality or the opposite. If it fulfills the aim of its use then it will be 
considered a good quality performance, but if it does not then it will be a bad 
one. Only this may mark the difference between the two behaviors. 
Reduction strategy may in some cases be considered necessary. The type of 
task necessitates the learner to resort to avoiding some details which learners 
cannot control. Taking a decision for that action requires the learner to take 
up in advance the main elements of the task that are needed to be available 
and the optional ones that will not affect the whole topic. This should be 
restricted to the situations where the fluency and correct language 
production is required or when misunderstanding is not tolerated. However, 
in some situations a learner finds himself tackling unnecessary details that 
are not required by the task. This is due to the learner's active processing of 
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the semantic elements which can be guided by thinking in his mother 
tongue. In many cases, learners in this study indulged themselves in 
describing some details which did not add any new information "creative 
elements" to the stoi7 but (regardless of failure or success) generated more 
linguistic load on them which affected badly the fluency and the accuracy of 
their performance, such as in controlling the right tense and pronouns. 
Therefore, teaching learners how to manage their tasks and how to maintain 
fluency of their speech we should focus on how to balance between the two 
types of strategies, achievement and reduction. 
Types of strategies that lead to learning 
Most of those strategies that are called achievement strategies are really 
hidden avoidance behaviors. Many educators do not recommend them if 
they do not lead to learning. My point here is that all strategies must have 
similar functions in terms of their role in maintaining language 
accuracy/fluency and language development. So, using any type of 
communication strategies by learners will not lead to learning unless they 
activate the use of learning strategies. 
However, there are some types of communication strategies which are 
assumed to lead to upgrade the learners' interlanguage. Faerch and Kasper 
(1983) explain when communication strategies can lead to learning and 
assign achievement strategies rather than reduction strategies which lead to 
language learning: 
"A basic condition for communication strategies to have a potential 
learning effect is that they are governed by achievement rather than 
avoidance, behavior. If learners avoid developing a plan and change the 
goal instead so that it can be reached by means of the communicative 
resources they already posses in their interlanguage, no hypothesis 
formation takes place and their interlanguage system remains unatTected 
(although the automatization of the system may hereby be increased in 
general due to practice similarly, if learners avoid using a particular 
interlanguage item because of uncertainty about its correctness (formal 
reduction), this clearly does not lead to automatization of the relevant item 
but again, possibly, to consolidation of some other aspect of the system" . 
Corder (1983) similarly suggests that learning can potentially occur when L2 
learners use resource expansion strategies 
"These are clearly success oriented though risk running strategies, if one 
wishes at this stage of the art to consider the pedagogical implications of 
studying communicative strategies, then clearly it is part of good language 
teaching to encourage resource expansion strategies and, as we have seen, 
successful strategies of communication may eventually lead to language 
learning"''^ 
If such hypothetical difference between achievement and avoidance 
strategies can be true then teaching language will maintain teaching the 
language learners how to deploy achievement strategies in their 
communication and discarding the use of avoidance strategies. As a matter 
of fact human behavior tends to avoid harmful and unpleasant situations and 
o 
Faerch, C. and Kasper, G. "Plans and Strategies in Foreign Language Communication," 
in Faerch. C. and Kasper G. (eds). Strategies in Interlanguage Communication, (New 
York: Longman, Inc., 1983) 54. 
'^  S. Pit CorderJ'Strategies of Communication," in Faerch, C. and Kasper, G. (eds.). 
Strategies in Interlanguage Communication, (New York: Longman, Inc., 1983) 17. 
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resort to a kind of strategy that gives him a secure feeling. It is right that 
learning process is not always pleasant and expects the learner to face the 
difficuhies and overcome them; otherwise he will remain around the same 
point without attaining any kind of progress. However, in some situations 
learners need that secure and pleasant feeling for the purpose of maintaining 
high motivation level and self-confidence, which is essential for the learning 
process to keep going on. Avoidance strategies can afford those conditions. 
So all types of communication strategies, in my point of view, have their 
constructive role in the learning process. 
Principles of learning strategy training 
Based on strategy training research Oxford (1994)"" has suggested several 
principles on which any strategy training should be accounted for: 
1. L2 strategy training should be based clearly on students' attitudes, 
beliefs, and stated needs. 
2. Strategies should be chosen so that they mesh with and support each 
other and so that they fit the requirements of the language task, the 
learners' goals, and the learners' style of learning. 
3. Training should, if possible, be integrated into regular L2 activities 
over a long period of time rather than taught as a separate, short 
intervention. 
4. Students should have plenty of opportunities for.strategy training 
during language classes. 
10 Rebecca Oxford, Language Learning Strategies: an Updated, CAL Digest: Center 
for Applied Linguistics, (1994) <http://www.cal.org/resources/digest/oxford01.html>. 
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5. Strategy training should include explanations, handouts, activities, 
brainstorming, and materials for reference and home study. 
6. Affective issues such as anxiety, motivation, beliefs, and interests — 
all of which influence strategy choice ~ should be directly addressed 
by L2 strategy training. 
7. Strategy training should be explicit, overt, and relevant and should 
provide plenty of practice with varied L2 tasks involving authentic 
materials. 
8. Strategy training should not be solely tied to the class at hand; it 
should provide strategies that are transferable to future language tasks 
beyond a given class. 
9. Strategy training should be somewhat individualized, as different 
students prefer or need certain strategies for particular tasks. 
10.Strategy training should provide students with a mechanism to 
evaluate their own progress and to evaluate the success of the training 
and the value of the strategies in multiple tasks. 
Though these principles are subject to further investigation according to 
Oxford, they are very crucial to be deployed by any language learning 
training program, either in the area of communication or learning, to achieve 
the desired success. 
Teaching communication strategies 
Due to the fact that learners always deploy communication strategies 
v/henever they realize that they cannot complete their tasks, teaching 
communication strategies does not entail only encouraging learners how to 
184 
maneuver to complete their task successfully but also to resort to a specific 
type of strategy. Taking into account when strategy use is harmful to the 
learning process, communication strategies should not be the shelter for not 
to learn but a shelter for protecting the learner from the feeling of failure. In 
other words, teaching the learners how to plan, how to carry out their 
communicative goals and providing them with wide resources are what any 
reasonable method should be based on. 
In addition, teaching communication strategies should not be restricted to 
teach the learners only the type of strategies that are needed for using the 
various types of communicative situations as some scholars propose it. 
Teaching strategies need more than presenting specific types of strategies to 
be taught in an abstract manner but to be incorporated in the learners' 
behavior by training them how and when to resort to a specific type of 
strategy. 
So, any method of enhancing the learners' strategic behavior should take 
into consideration all issues; otherwise we will find ourselves either teaching 
learners how to commit deviant language or to learn pieces of language that 
are required for using these strategies. Besides, we will not make a great deal 
of a change in the educational system and we will not have the great impact 
of strategic competence on teaching or learning practices. The success of 
any strategy instruction should be through supporting the learners with tools 
of planning, management and execution. Planning their learning, managing 
their ideas and verbalizing them without being afraid of committing errors, 
always having in mind that no learning can take place without trials and 
errors. Learners should be guided when they have to conceal some of their 
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intentions, when they have to declare them, and how to express them and by 
which means. They need to have opportunities for speaking in the classroom 
with their peers and in groups. They have to learn how to control their oral 
production in interactive and in non- interactive activities. So teaching 
methods should rely on both oral and written practice to fulfill these aims. 
Teaching methods need to exploit the use of communication strategies to 
respond to them either spontaneously by helping in shaping the messages of 
the learners or to assign the teaching materials that will be based on the real 
linguistic needs of the learner. 
As a matter of fact teachers have the most important role in stimulating the 
learners to follow a specific type of learning or communication strategy. So 
the teaching strategy, which is employed by the teachers, should be 
compatible with the type of strategies we intend to develop in the learners. 
The learners always are very sensitive to their teachers' behavior. They try 
to respond according to their expectations. Teachers who expect their 
learners to memorize make them rely on memory strategies. Then the 
balance that is needed in strategy use will be violated. The teacher should 
present different types of tasks that encourage them to implement balanced 
strategic activities. 
How the English majors can benefit form strategy training 
Building an acceptable strategic competence can be achieved by changing 
the role of the teacher from being a source of language to that of a guide. 
Learners of Taiz University, as in most of the Arab countries, consider the 
teacher the source of information. This, in fact, makes the learner passive in 
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their learning. A condition for leaning to occur depends mainly on the 
learners' activities rather than on teachers' activities. The role of teacher is 
to discover the needs of the learner and to respond to their urgent ones in the 
classroom and to direct them to the proper resources of the target language 
and to advice them how to work on them through using the suitable types of 
strategies. 
Having trained the learners in the ways of mastering the rules of learning 
management we can direct them to the learning autonomy. Teacher cannot 
be the only source of knowledge; if so then learners will not learn anything 
because the time assigned to the teacher is limited by the lesson time and in 
the remaining time learners will be occupied by recalling "rote learning" the 
linguistic items which have been presented by the teacher. Learners should 
learn many other skills as a perquisite for managing the knowledge to be 
apprehended by them. For example, learning new words requires the learner 
to learn how to get their meanings by seeking help either from teachers or 
look them up in the monolingual as well as bilingual dictionaries, guessing 
their meaning from the context, etc. all these skills are needed to be taught. 
In this study, it was found that some students resorted to a literal translation 
strategy but failed to give a similar meaning of their intentions. It is because 
of they are not skilled in using the bilingual dictionary. For example, the 
word 'even' and 'until' have only one word in Arabic; the student who was 
supposed to use 'imtil' used "even" instead. 
Also, what is the use of knowing a large number of words if learners do not 
know how to use them in their real communication? Learners of level four, 
for example, have been exposed in the various courses to a number of 
187 
vocabulary items but in this study, they failed to recall some of them to 
complete the story telling task. This is expected because learners are 
programmed by the teaching system to be stimulated by some question in 
literature or linguistics evaluative tasks to produce only the type of language 
required for answering that question. Learners of Taiz University have been 
learning for six years in schools and they are now in the English department 
but they remain at the same level. This is because they have not been taught 
how to manage their learning and how to make maximum gain from the 
prescribed syllabus. Making a progress in the quality of teaching in the 
English Departments of Yemen necessitates a change in the role of the 
teacher and to give the learners a chance to be responsible for their learning. 
Furthermore, a serious training in learning and communication strategies 
also should accompany this. 
However, all English departments in Yemen lack a detailed syllabus for 
teaching, except some very broad guidelines for courses. Teachers in the 
English departments in the Yemeni universities teach the courses according 
to their intuition. They prepare the syllabus and assign the content of the 
syllabus guided by the global aim and they teach accordingly. Therefore, a 
deliberate and detailed syllabus is becoming a need in most of the English 
departments for the teachers to know what to teach. This syllabus should be 
built on a full knowledge of the reality of the level of the learners and the 
expectations that we have from them. It should be flexible to take into 
consideration the real needs of the learners in the classrooms and outside the 
classroom. It should be built to shape their behavior of learning performance 
by presenting the types of tasks that compel them to adopt various types of 
strategies of learning and communicating. In my opinion, strategic 
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competence should be the main element to account for in the syllabus due to 
its great impact on learning process. 
Moreover, the number of the students in the English departments in Yemen 
is really a great challenge. The great number of the students necessitates an 
increase of the teaching staff and the teaching halls because teaching English 
is not like teaching any other theoretical subject. It is based on a lot of 
practical lessons that need suitable places for all the learners to get equal and 
enough chances of practice. A group should not exceed twenty students; 
otherwise the practice sessions will not be possible. Furthemiore, we have to 
take into consideration that the students do not practice English outside the 
classroom (for the reasons mentioned in chapter one). Strategy use can have 
some effect on softening the problem to some extent, encouraging the 
learners to work on communicative task as a compulsory activity outside the 
classroom and then to be presented in a discussion group. The students 
should be encouraged to look for the material by themselves from a well-
prepared hbrary for such activities. These and many other activities can keep 
the learners in a good position to activate their strategic competence. 
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CHAPTER E I G H T 
Conclusion and Recommendation 
Introduction 
This study attempts to investigate the ways the Enghsh major students of 
Taiz University use their strategic competence to learn and communicate 
in English; it mainly deals with learning and communication strategies. 
The study poses three questions to realize the main goals of this study: (i) 
" how do English majors of Taiz University deploy their strategic 
competence when they want to achieve their communicative goals, in 
terms of using communication strategies?" (ii) "how do English majors 
manage their strategic competence when they learn new items in English, 
in terms of using learning strategies?" (iii) "how can teaching the learning 
and communication strategies help the English majors at Taiz University 
to develop their strategic competence?" 
For answering the first main question of this study, two statistical 
questions were formulated: 
Are there any significant differences between the students of the Faculty 
of Education and the Faculty of Arts in terms of using learning strategies 
in general and the use of the various types of learning strategies? 
Are there any significant differences among the four academic levels of 
study in terms of using the learning strategies in general and the use of 
the various types thereof? 
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Also, to answer the second main question two statistical questions were 
formulated: 
Are there any significant differences between NS/NI group and the S/1 
group in terms of the use of the various types of communication 
strategies? 
Are there any significant differences among the four academic levels of 
study in terms of the use of the various types of communication 
strategies? 
In order to deal with the teaching of communication strategies and 
learning strategies, i.e., the subject matter of the third question as 
mentioned above two corresponding questions were formulated: 
Is teaching strategic competence necessary and useful for English 
language learners? 
What are the difficulties the Yemeni English language learners face in 
terms of learning and using English language and how can strategy 
training overcome such difficulties? 
This study targeted the students of all academic levels at Faculty of 
Education and Arts, Taiz University. The study adopted the SILL 
questionnaire of Oxford (1990). The subjects participated in this 
questionnaire were 300 students and 80 students participated in the oral 
task (10 students from each level of the two faculties) selected randomly 
from the total strength enrolled. The latter were divided into two groups. 
Both were asked to retell a story in English orally with the help of two 
pictures representing the main events. Also, the story was narrated to 
them in Arabic by the researcher. Both groups were asked to write the 
story in Arabic before performing the oral task. However, one group was 
informed of the aims of the study and the required behavior expected 
from them. The other group was not informed of the required behavior 
expected from them after writing the story. 
Quantitative methods of analysis were employed to answer the first two 
questions. Descriptive statistics such as means and standard deviations 
were calculated. Then t-tests and ANOVA were used to examine the 
existence of the significant differences in the mean use of the learning 
strategies, communication strategies and their various types. Scheffe and 
Tukey HSD post hoc tests were used for executing the multiple 
comparisons. The SPSS (Version: 10) statistical program was used here 
for the tabulation and the analysis. The third question was tackled 
qualitatively without availing of any numerical data since the researcher 
could not find any information available at the time of performing this 
fieldwork. So, he relied mainly on the results of this study and his 
experience of teaching in the department for a period of four years. 
Issues on the notion of strategic competence 
The review of the previous literature in this study has focused on two 
important issues: the definition and classification and the factors affecting 
the strategic behavior. Clearly, most of the early studies of 
communication strategies, which investigated the problem of 
classification, produced roughly similar taxonomies. The mere difference 
among the recent studies was the claim that the classification should be 
based on the cognitive processes of language production rather than on 
the utterances that were produced. Also, the learning strategy 
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classification had no radical variations because most of the researchers 
based their taxonomies on similar processes, namely: cognitive, meta-
cognitive and socio-affective. 
However, most of the studies that studied strategic competence isolated 
its components according to the area on which each component worked. 
This, in my opinion, has increased the gap between the theory and 
practice. Strategies stem from the same cognitive system and studying 
each component separately does not imply any new practical knowledge 
to understand the language learning process and its relation to the 
communicative behavior of the language learners. 
Unhelpful environment of learning and using English 
A knowledge of the environment surrounding the process of learning is 
very important to predict the effect of the teaching program on the 
learners' behavior. This entails the factors that obstacle the learning 
process. Some of these obstacles are inevitable in the sense that they are 
related to the external reasons, that the teaching program cannot control 
or overcome. Here, the study investigates the extent to which the English 
majors in Yemen strive to learn a foreign language in unhelpful 
environment. This study has revealed that the students used a lot of 
strategies, regardless of their effectiveness in learning and using English. 
Therefore, resorting to use strategies of learning is considered an active 
learning behavior to overcome the embedding factors that associate 
English language learning process. 
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The English Departments in the Yemeni universities know that they 
receive learners with poor background and consequently try hard to 
improve their communicative ability by focusing on language skills in the 
first two years of the teaching program. In fact, this is not enough to 
overcome some other factors that affect badly the learners' 
communicative competence. These factors are: educational (the illiteracy 
rate among the society is a serious cause of concern), cultural 
(communicating in English is not acceptable by most of the Yemeni 
people) and economical (a huge number of students join the English 
departments every year despite the shortage of necessary funds and 
teaching staff). These three factors rot the normal environment of 
learning and using English as a foreign language and negatively affect the 
development of the learners' communicative competence. Therefore, this 
study suggests that the learners' role should be taken into consideration to 
enhance the effectiveness of the English teaching program. 
Learning strategy use 
The analysis of the leaning strategy use targeted the overall strategy use 
(that dealt with the difference between the four academic levels, the 
difference between the two teaching programs and the differences among 
the four academic levels) and the use of the various types of strategies 
(that dealt with the direct strategies and the indirect strategies of the four 
academic levels of each faculty). 
Differences in the overall learning strategies 
The results of the analysis have showed that the overall learning strategy 
use of the English major learners of Taiz University is at a moderate 
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level. The analysis also has sought the difference in the overall strategy 
use between the two faculties and has found no significant difference. 
Though the two faculties offer different programs for teaching English, 
this result clearly indicates that the difference in the two teaching 
programs has no significant effect on the overall learning strategy use. 
However, the differences in the mean of the learning strategy use lie 
among the four academic levels of both faculties. Comparing the mean 
use of language learning strategy of the four levels has showed that level 
one differs significantly from level two and three but non-significantly 
from level four. At the time of doing this study the students of level one 
had already left secondary school and had acquired no serious experience 
of learning English. Level two, on the other hand, has had a real 
experience of language learning for one year in the English department. 
Therefore, this difference in the mean use indicates a drastic change in 
the means of learning English has occurred. Interestingly, level four, 
which has completed three years of study in the department of English, 
uses more strategies than level one but that difference is not significant. 
Here, we can assume that the new experiences, which are offered by the 
learning materials to level four, are not challenging. Consequently, they 
do not feel any need for the use of learning strategies to cope with those 
experiences. Another assumption can be considered valid is that the 
learners at level four cease using all kinds of strategies and focusing only 
on some specific types of strategies. This second assumption can be valid 
since the new experiences might differ qualitatively from those of the 
lower levels and accordingly strategy use might also change. 
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This researcher has investigated the differences in the mean use of 
leaning strategies of the four academic levels within each faculty to probe 
the effect of the difference in the two teaching programs. Though the 
difference is not significant, the result has showed that level two still 
differ significantly from the other levels except level three of faculty of 
Arts. This confirms that the students of level two can be described as 
active learners, regardless of the type of the teaching program. However, 
this has also motivated the researcher to investigate the differences in the 
types of learning strategies since the type of the experiences are 
qualitatively different within each level of the academic study. 
Differences in types of learning strategies 
As it was claimed above, each academic level might have a qualitative 
difference of the experiences from those of the lower ones. This 
researcher has analyzed the differences among the four academic levels in 
the six types of learning strategies and the following results have 
emerged: 
Memory strategies 
Learners resort to various strategies to cope with the new linguistic items. 
Beginners are more liable to use memory strategies than those of the 
higher levels, because they face difficulty at the beginning of their study 
to memorize a vast number of new linguistic items. Reasonably higher 
levels might have acquired the necessary vocabulary and they do not face 
much difficulty in mastering additional new ones because they already 
have been exposed widely to the target language. In school, the English 
196 
syllabus offers the students a great deal of the basic vocabulary but 
because they do not get any kind of consolidation after the lessons, they 
just memorize to forget after the test or the final examination. Here, the 
results show that level two differs significantly from all the other levels. 
This result can be attributed to the great tendency of the students who join 
the department of English to master the newly presented vocabulary and 
other structural components of language in order to cope with the 
academic study of English that differs significantly from the study of 
English in school. However, the non-significant difference of memory 
strategies between level one and each of level three and four sheds some 
light on the students' tendency to either rely on other strategies to learn 
English or a lack of enthusiasm. This lack of enthusiasm can be attributed 
to a weakness in the learning materials. 
Cognitive strategies 
The result indicates that level two uses cognitive strategies to learn 
English significantly more than the other levels. Here, level tliree and 
four differ significantly from level one. This confirms the fact that the 
students of level three and four actually use other strategies to learn 
English that differs significantly from that of the learners in school. 
Though level three gets higher mean than level four, the difference is not 
significant. The rise and the fall of the line of the graph gives the 
impression that there must be some flaw with either the students' 
tendency to learn English or the learning materials. 
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Compensation strategies 
The resuh shows that the means of use of the compensation strategies by 
all levels are similar. Level four gets the highest mean that differs 
significantly from only level one but non-significantly from level two and 
three. Level two got the second highest mean in using compensation 
strategy that also significantly differs from level one but non-significantly 
from level three. This result indicates that when the students of level four 
face difficulty in learning they resort to compensation strategies. It 
reveals some of the reasons behind the low means in the use of the 
memory and the cognitive strategies; for example, instead of looking up 
the new words in the dictionary they make guesses. These alternative 
ways of learning English cause a decrease in the tendency of using the 
other strategies. The higher the level of the learners the more the 
tendency to use compensation strategy. Resort to compensation strategies 
with ignorance of memory strategies and cognitive strategies may reveal 
a fault in the students' strategic learning behavior rather than a flaw in the 
learning material of the teaching program. There should be a balance in 
the preferences of using strategies. The result of this study shows that 
there is a kind of balance between these strategies; the use of memory 
strategies, cognitive strategies and compensation strategies tend to be 
similar not less than 3.00. This will lead to attribute the significant 
difference between level two and four to the learners' preferences rather 
than to factors related the learning materials. However, this result does 
not completely abandon the responsibility of the teaching program on 
affecting the students' preferences of using some specific types of 
strategies more than others. In particular, we can claim that the teaching 
program lacks a serious treatment for encouraging the learners to use 
cognitive and memory strategy more than adopting the alternative ways 
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of learning, i.e. compensation strategies. This claim does not imply that 
compensation strategies should not be used at all but to the degree not 
affecting the quality and the progress of learning. 
Metacognitive strategies 
The use of these strategies of learning depends mainly on the awareness 
of the learner of his learning behavior, but they are always triggered by 
further learning activities imposed on the learners inside and outside the 
classrooms. The results show that level two uses this strategy 
significantly more than all the other levels. And Level three differs non-
significantly from level four. However, level one uses this strategy 
significantly less than all the other levels. This result raises the effect of 
the academic courses on the use of learning strategies. The learners of 
level two use this strategy since they find that learning in the English 
department completely differs from that in the schools. So they try to 
cope with that new situation by exerting a lot of meta-cognitive strategies 
with which they can speed up their learning achievement and pace up 
with requirements of English learning at the college level. Here, we can 
notice that, at the time the student passes a stage of study he starts to give 
up some of these strategies. This researcher claims that meta-cognitive 
strategies are the learners' responsibility but the program can avail from 
that tendency of level two to keep the same level of meta-cognitive 
strategy use by provoking more learning activities and opportunities. 
However, this should be based on the level and the need of the learners as 
well as on the requirements of the program. This will ensure the active 
participation of the learner in the proposed learning activities. What is 
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needed is that the program should assign a time and the necessary 
material should be accessible. 
Affective strategies 
The learners who cannot control their affective strategies must suffer 
from many irregularities in their course of study. As it is the case of 
controlling the cognitive activities by enhancing the meta-cognitive 
strategies, the whole learning process is affected by the emotional 
elements imposed by the learner in the learning process. Unfortunately, 
the use of affective strategies is very low which indicates that the learners 
are exerting lot of efforts to learn but they do not know how to control the 
emotional side of learning. This might happen due to cultural and social 
factors. As the results show, it seems that the Yemeni learners pay 
attention to the cognitive elements of learning, by using a lot of meta-
cognitive strategies, more than to the affective ones. Another assumption 
can be acceptable is that the courses of study do not involve any 
procedures that may create confusion among the learners. This is not 
always right since a little of confusion might stimulate a great effort on 
the part of the learners which in turn affects the quantity and quality of 
the linguistic input and output. 
Social strategies 
The use of social strategy by the students of Taiz University does not 
appear to be as expected where the students of level four use this kind of 
social strategies lesser than even level one. This result is an indication of 
the complexity of the environment of learning English in Yemen. The 
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students who should use the language as soon as they graduate in 
vocational situations, they stop using proper strategies to practise what 
they have already learnt outside the classrooms. The students of level two 
use these strategics significantly more than all the other levels. Tevel one 
and level four use this strategy at an almost similar rate. The resuhs can 
be attributed to psychological reasons. The students of level four stop 
talking and interacting with each other even for a learning purpose, due to 
the feeling that they will not be able to speak fluently and accurately. This 
behavior can be explained in that the self-confidence for talking to others 
has not been ensured well by the learners themselves. Ensuring self-
confidence can only be attained after a long and real use of the target 
language. This again assures the absence of practice to use the Target 
language inside as well as outside the English department. 
Communication strategy use 
The communicative behavior of the English Major students is 
characterized by using many types of strategies. The results show the use 
of the following types of strategies: functional reduction strategies 
(message abandonment, replacement and topic avoidance strategies), 
interlanguage strategies (generalization, paraphrase, restructuring) and 
interlingual strategies (literal translation). The generalization of these 
results should take into consideration the absence of a rigid practice of the 
target language by the students inside and out side the classroom. 
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Functional reduction strategies 
The results show that the students of Taiz University resort to three types 
of functional reduction strategies: message abandonment, meaning 
replacement and topic avoidance. 
Message abandonment 
In this study the subjects use message abandonment as a way of 
overcoming the problem of using the exact or the equivalent word/ phrase 
for encoding the intended message. The results show no significant 
differences in the use of message abandonment strategies between NS/NI 
and the S/I groups. This means that the planning time does not affect the 
type of strategies. Furthermore, the result shows that the (NI/NS) group 
advances the use of the message abandonment to the essential elements of 
the story. On the other hand, the extra details that have been added by the 
students are easier to be managed without any kind of reduction. This can 
highlight two things. First, the students can communicate easily if they 
manage their own genuine intentions. Second, the students do not get 
benefit of planning to decrease the use of message abandonment. 
Replacement strategies 
The result shows that the S/I group uses more replacement strategies than 
the NS/NI group. Besides the NS/NI extends the message abandonment 
to the necessary details, which means that the amount of time has an 
effect on the quality as well as reducing the quantity of the meaning 
replacement strategy use. This is because the comparison finds a 
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significant difference between the two groups, in favor of the S/I group. 
So, we can attribute the effect of the spontaneous task on the use of 
replacement strategies to the interactive situation in which the subjects 
have to convey the intended meaning without resorting to any kind of 
enquiry from his partner. However, the comparisons among the four 
academic levels show no significant differences in the use of replacement 
strategies, which means that the effect of academic level does not affect 
the use of this strategy. 
Topic avoidance 
Two cases found in this study one from the NS/NI group and the other 
from S/I group, reveal that resorting to this strategy is attributed to the 
factor of self-confidence rather than to academic level or the type of the 
task. This was observed by the researcher but the learners did not give 
any reason for their behavior. 
Interlanguage strategies 
The results show that the students of Taiz University resort to three types 
of interlanguage strategies: generalization, paraphrase and restructuring. 
Generalization 
Most of the instances of generalization strategies are used due to the 
failure of memory to recall a particular word or term. This gives an 
impression that the learners arc not in a position to apply what they have 
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already learnt in the previous courses in real communicative situation. 
Furthermore, the comparisons among the learners in the use of 
generalization reveal that no significant differences are found among the 
four academic levels and between the NS/NI and S/I groups. This resuh 
means that all students of different academic levels and of different types 
of tasks use this strategy quantitatively and qualitatively in a similar way. 
This can be attributed to the unskillful use of synonyms due to the fact 
that the learners are accustomed to stick to the exact equivalent of their 
intentions to the words of the target language when they communicate. 
Paraphrase strategies 
The students try hard to avoid paraphrase strategy as they find it quite 
difficult. Even in the interactive task, the learners also seem not to seek 
the help from the interlocutor to avoid the difficulty in using paraphrase 
strategies. This is apparent from the comparison between the two groups 
NS/NI and S/I that reveals no significant differences. However, the effect 
of the academic level on the use of paraphrase seems to exist. There are 
significant differences between level two and each of level one and three 
but all in favor of level two. Also, level two uses more strategies than 
level four but the difference is not significant. So, this result does not 
completely eliminate the effect of the proficiency in the use of 
paraphrasing strategy. However, it is possible, particularly in this study, 
to refer this result to the active learning behavior, as in the case of level 
two which uses more learning strategies. 
204 
Restructuring 
In this study, most of the learners resort to restructuring strategies due to 
its easiness or as a failure to use generalization. This heavy reliance on 
restructuring strategies by the learners can be attributed to the teaching 
method that the teachers follow as a technique to explain the difficult 
terms, in particular, in the literature classes, by exploiting the 
simplification strategy. Plowever, the comparison between the two groups 
NS/NI and S/I shows a significant difference in favor of the S/I group. 
This result clarifies how the learners exploit the planning time to reduce 
reliance on restructuring strategies. Regarding the effect of the academic 
level, there is not any significant difference. Therefore, all learners of 
different proficiency levels tend to use the easiest strategies to 
communicate in the target language. 
Interlingual strategies 
The results show that only one strategy of the interlingual strategies is 
found to be largely used. Literal translation is a prominently used strategy 
by the English Major students of Taiz University. 
Literal translation 
Similar to restructuring strategy, this strategy gets the second prominent 
rank among the other communication strategies because it is easy to 
manage and safe to convey the message to a partner who shares the same 
language. Generally, the interactive situation might have an effect to 
encourage the learner to use the literal translation strategy. However, the 
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results show that the S/I group uses this strategy significantly more than 
the NS/NI. This result explains that planning time is very important in 
avoiding the literal translation in target language communication but this 
is not the only factor since the interlocutor who shares the same language 
may also have some effect on the use of literal translation. On the other 
hand, the academic level has no effect on the use of literal translation 
strategies because no significant difference is found among the four 
academic levels of study. This result can be attributed to the type of the 
oral performance that occurs among the students who have the same 
language. 
Defect in the teaching program 
In this study, two problems have emerged in relation to the defects in the 
teaching program. The first is the poor oral practice the students are 
getting in their courses of study. ThQ second is in relation to the blurry 
syllabus. The first problem is due to economical reasons but still the 
program has to do a lot by exploiting the strategic competence of the 
learners to enhance the tendency of the learners to learn English 
effectively and enthusiastically. It seems that learners need to be activated 
by stimulating them to use the language in different situations. If the 
learners do not feel that they get benefit of their learning efforts, they will 
cease learning and they will be stimulated only by grades they get in the 
exams that do not take into consideration the use of language in the 
evaluation process. 
However, the second problem touches the most important part of learning 
process; it is the department's curriculum. In fact, relying on the 
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description of the broad lines of the syllabus will not be practical to meet 
the requirements of the final aims of teaching English. Many necessary 
elements of the curriculum have been ignored such as: the settings, the 
surrounding environment, the proficiency level, the teaching materials, 
the possible teaching methods, the characteristics of the evaluation 
procedures, the needs of the learners, the expectations from them. All 
these are still unclear and are not specified. 
Strategy training 
The importance of strategic competence in the developmental processes 
of language learning supports the call for strategy training. Furthermore, 
as a result of the rare opportunities of using English widely inside and 
outside the classroom, the training of strategies becomes a necessity for 
English major students. This at least will encourage the learners to take 
the initiative to use the Target language in their communication with 
teachers or their partners. From this study the learners try hard to stick to 
what should be more than to what is available. They hesitate a lot to 
compensate. By using a similar term, they think that they commit a 
mistake rather than using a compensation strategy. They think that there 
are only specific terms that can suffice the intended message in the target 
language. Being aware of the alternative ways to convey the meaning of 
their indented message will help a lot to enhance the autonomy of 
language learning. 
This can be achieved by teaching the various ways of conveying 
messages in the target language. Assigning one method of teaching, it 
seems that the teacher can decide how to teach communication and 
learning strategies. However, there are two prevailing ways of teaching 
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strategies: implicitly or explicitly. Adopting one of these two methods 
depends on the learners' characteristics and repertoire of the strategic 
behavior. Additionally, it is worth mentioning that the training can be 
useful if it is synchronized with learning and speaking difficulties. 
Certainly, this will help the learners to get rid of the feeling of failure that 
seems responsible for halting the process of active learning. 
Relation of learning strategies to communication strategies 
The results reveal that the active learners are more liable to behave 
strategically. This researcher argues that not only the achievement 
strategies are always good strategies but also the reduction strategies can 
be good in situations that the learners need to resort to as a shelter from 
the feeling of failure. However, the over use of reduction strategies might 
imply a fault in the affective strategies. 
In this study, the participants suffered from a feeling of failure. This 
factor is deduced from their learning strategies profile where all the 
students got the lowest means in the affective strategies. This clearly 
points out that English majors of Taiz University suffer from their 
inability to control their emotional behavior at the time of learning. Lack 
of self-confidence in applying what they have learnt in new situations is 
one of its symptoms, hi conclusion, studying the learners' strategies can 
be useful if they are investigated in combination rather than in isolation. 
Studying the effect of each strategy on the other and their relations to 
learning strategies might increase our understanding of the developmental 
process of language learning and consequently present a clear picture of 
the learning behavior. 
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The mutual effect of communication and learning strategies 
On the basis of the results of this study it can be concluded that the 
students of level two are active learners, in the sense they use a lot of 
learning strategies, that in turn affects the use of achievement strategies 
more than reduction strategies. Notably, the rise in the mean use of 
learning strategics does not show an overall rise in the mean use of 
communication strategies but at least there is a significant difference in 
the use of paraphrase strategies that seem very difficult for all the 
students. This result is attributed to the poor oral practice that all the 
English major student suffer from in their course of study as a result of 
many reasons such as the unhelpful environment of language learning. 
However, level four and three, which are expected to use more 
achievement strategies, tend to use more reduction strategies. Advanced 
levels are more sensitive to their failure of producing correct language. 
This behavior is normal because they feel that they should not make 
mistakes and consequently, they tend to conceal their weaknesses. Their 
awareness of the fact that with communication strategies they can 
overcome some of their weaknesses might enhance the use of 
achievement strategies. However, this is not enough if they are not aware 
that learning strategies must be used as well. 
Recommendations 
On the basis of the results of this study, this researcher recommends the 
following: 
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The program should enhance the learning material of level three and four 
by providing them with new linguistic experiences that include new and 
refreshing items in which the learning process becomes challenging and 
interesting. 
The program should focus upon the use of meta-cognitive strategies by 
creating more opportunities and learning activities that are almost absent 
in the plan of the teaching program. 
The program should assign a time and identify the necessary material in 
order to exploit the tendency of the learners to use meta-cognitive 
strategies by making the necessary learning material accessible and 
assigning time for that. 
The training should include a treatment of the use of reduction strategies 
with a stress on using learning strategies. Thus, we can summarize that 
training should focus on three points: 
Inviting the attention of the learners and motivating them to adopt the 
various types of learning strategies that can help them to overcome the 
difficulties of learning the target language. 
Encouraging the learners to use the language by paying their attention to 
the benefit of communication strategies to overcome problems of 
spontaneous and non-spontaneous communication, instead of concealing 
their weaknesses. 
Urging upon the learners to pay their attention to the importance of using 
learning strategies directly after the use of communication strategies. 
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(Arabic and English) 
:^^\ 
.... :<^\ 
.UJJ^~^' Alxiu U j i 4 j* i iiLIfr LjiAj U ( j - J J AJJJVJVI 
I a j - ^ j i Lk^ AJIUJVI '-^L'W'! C5^  ( J ^ 
L_:2 l^ 
(3fl=Lij V j lJLri.1 i^ Mr. (J J Inn 1 ^ j l ^_ i^*j (( j2 l j i V J Q^JJC^I V ) -3 
JOJIJ Lcub l iLk (3fl=iJj 1 ^ j l ^ _ ^ (SJJIJ ^ I j i ) -5 
22] 
alui,! i_3^'jl 
ft^jiij (3^1j ' 
a^Jij i 3 ^ ' j ^ 
a.V'^ ij 133' j l 
aiJaj (_33'jl 
SAJJIJ ( j s l j l 
a•li.ilJ (_3^'j' 
aAi i j ^S^l j i 
eJlAj (_33'jl 
OAAJ (3^^JI 
BAAI (33^J' 
aAJoJ i_3^ljl 
a AMI) (_33'JI 
a^XiiiJ (_33ljl 
.*J^J^ 
aJi i j ( j ^ l j l 
Ojbij (3^1 j l 
^alj i 
3alji 
(iaiji 
^ I j i 
i j i i j i 
tjaiji 
(iaiji 
(3alji 
^al j i 
^al j i 
(jaiji 
tjaiji 
^ I j i 
^ I j i 
»^tj L 
(jSlji 
^al j i 
.^JjlaJVI AxUL dj±»a]( UliAiiJU^) ^ - 1 4 
.^UL»l-!iU AJ j j l a j y I Aii^b 1 J l -1 6 
.AJ j j ^ y i ^ b jij^ 3 JJLU-J J cjUaa.:!U Ljjsi-17 
222 
.Ajjj iajy 1 Aiiib iaU:i j l 5lL»i j i ^JLA^ (jft douJl J jU i -21 
. ^ j a . a^ »a.j: ^ j j j V ui Jj^i-22 
.Ajjalajyi 4JLUL S j j i J t J 4x.j-u-Ai( OUj iuJ l LJL^alLa J ^ I - 2 3 
.^ j j ju> jjxJl LJUiiil ^ 2^ikl«.i 4 ^ c>4^> c/^ ! M - 2 4 
.4.AiS ^ j i k l AJJU-AH 9.\1\ A j j ^ y t AJdlL 4uJS Jjai j i 2-jiai«.i ^ 1JU26 
. ^ j j l a j y i Ailib ijSl U i lc DljiaJl LJUliil JS ^U-» j f t Cjajl V -27 
.Sj^Uo dJJ Jxj di.liaA!t 4jj i iAj U JA^i j i J j l ^ i (j^aaJi (^^ CJiau tJl -28 
,^JAA\ QAI If! ^ > i 5-»K ^^kiu.) ^ J i a -Sy t 4jiiib 4-4IS J j a i j i ^Jalu-i ^ IJU29 
.4jjJiajyi JM\ ^±xi«V J j l a aJt jC- CJ^\ I U U J jU i -30 
. JJSIUIAII ( ^ ^ I JVI j jn i^M I4I4 j J l y u l j p-liaii j ^ 4-J^jl U iaa,Vi-3 1 
.Ajjj lajyi Ailib j i l o^aaJi CjJaJu UAIC C ? * ' ^ * J^J*-32 
. J*iaaVI ^ ) t^ljlu<-» j i j AjiiS j t CJaJl I J A U J jU i -33 
.Ajj j lajyi AilJI ^ ^L£ j 4 J J^i ^ ^ j ^ulaHi J j ^ J ^ I - 3 4 
.Ajjj lajyi AiHb ^^3u» dj±sui j ^ U J i i J^i j i J jU i -35 
222 
.^ j j j lauy i **A1^I t s - * ^ t5JJ*-J«» tJ^ ^nf \ ' i l l (^Xaj LaiU jSfll -38 
.pUaiVI • T J ' ^ J I ( > i-flja-!^ JJ«-*i^' -iJC Ajj j laJVI ^ ^ Cj.iaaii ^^,^^1 ^ ^ i - 4 0 
.Ajjj iaJVI ^ b f IJVI o-yi^l ^ - ^ 6 ^ ^ C f * ^ L 5 ^ ' -41 
.A j j j i a j y i AiULi CjJaaJI j ) ( ^ j ^ l ^UJ) Lu-aP j\ I J J J 1 » O I S )J) U J 2 iaa.Vi-42 
. ^ ^ j i IJU j i d i - ia j^ l j i (_>«jl4Jt (JA uilia) AjJjIaJyt ^JLUb 4 ^ ^ 1 ^ IJI-45 
. j i l (j^aa-ui j-9 Ajjalajyt AJLUI ^ (jjAJ'i ^ i J j U i - 4 7 
.A j j j L j y ) Ai l ib ( ^ J A I A J I AiUii ^ i J ^ 1 j i JjL:ki-50 
"aA.ijii (33^9^ 
OAAJ (33^  J ' 
'a.)/»j [ 33 ! j l 
aJbij (JSN' 
aAiiiJ (_33^l 
^ I j l 
^ I j i 
ci^iji 
^ I j i 
lialji 
224 
1. I think of relationships between what I already know and new things I 
learn in English. 
2. I use new English words in a sentence so 1 can remember them. 
3. I connect the sound of a new English word and an image or picture of the 
word to help me remember the word. 
4. I remember new English words by making a mental picture of a situation 
in which the word might be used. 
5. I use rhymes to remember new English words. 
6. I use flashcards to remember new English words. 
7. I physically act out new English words. 
8. I review English lessons often. 
9. I remember new English words or phrase by remembering their location 
on the page, on the board, or on a street sign. 
lO.I say or write new English words several times. 
1 l.I try to talk like native English speakers. 
12.1 practice the sounds of English. 
13.1 use the English words I know in different ways. 
14.1 start conversation in English. 
15.1 watch English language T.V. shows spoken in English or go to the 
movies spoken in English. 
16.1 read for pleasure in English. 
17.1 write notes, messages, letters, or reports in English. 
18.1 first skim an English passage (read over the passage quickly) then go 
back and read carefully. 
19.1 look for words in my native language that are similar to new words in 
English. 
20.1 find the meaning of an English word by dividing into parts that I 
understand. 
21.1 try to find patterns in English. 
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22.1 try not to translate word-for-word. 
23.1 make summaries of information that I hear or read in English. 
24.To understand unfamiliar English words, 1 make guesses. 
25. When I cannot think of a word during a conversation in English, I use 
gestures. 
26.1 make up new words if I do not know the right ones in English. 
27.1 read English without looking up every new word. 
28.1 try to guess what the other person will say next in English. 
29.1f 1 can not think ofan English word, I use a word or phrase that means 
the same thing. 
30.1 try to fmd as many ways as I can to use English. 
31.1 notice my English mistakes and use that information to help me do 
better. 
32.1 pay attention when someone is speaking Enghsh. 
33.1 try to fmd out how to be better learner of English. 
34.1 plan my schedule so I will have enough time to study English. 
35.1 look for people I can talk to in English. 
36.1 look for opportunities to read as much as possible in English. 
37.1 have clear goals for improving my English skills. 
38.1 think about my progress in learning English. 
39.1 try to relax whenever I feel afraid of using English. 
40.1 encourage myself to speak English even when 1 am afraid of making 
mistakes. 
4] .1 give my self a reward or treat when J do well in English. 
42.1 notice if 1 am tense or nervous when 1 am studying or using English. 
43.1 write down my feeling in a language learning diary. 
44.1 talk to some one else about how 1 feel when 1 am learning English. 
45.If I do not understand something in English, 1 ask the other person to 
slow down or say it again. 
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46.1 ask English speakers to correct me when I talk 
47.1 practice English with other students. 
48.1 ask for help from English speakers 
49.1 ask questions in English. 
50.1 try to learn about the culture of English speakers. 
227 
APPENDIX (B) 
Arabic Writings and Transcripts of the Oral Performance of 
the English Majors 
lEdl 
cLJl j t J j j l i «^>^l cJ:i.lj i_5-S) I4J L5^JJ lAJL^li .JJj:iJl j^-a c_)j^Ll 4_L<ijxi ^ • -^^ C^UA ijlijl£j 
One upon one upon a day where the weather was hot there was raven it was 
vQxy thirsty it stand on the bra., branch when he was so tired he saw jar 
under the tree he tried to drink form this jar but he cannot because the water 
was so far then he saw small stone and a-a behind the jar so he a-a the take 
the stone and put it in the jar and the water the water up on the water go up 
so he drink it was very happy. 
2Edl 
There was a black bird in air a-a look for in water look for in water flew plus 
a-a flew sit on a-a drinks I saw on la in down water and throw throw to and 
sit in s.. stones until the rise the rise the water drink. 
3Edl 
j l £ « J ^ JtaJ AJ I J I j A ,ui )-ir- i _ 5 j j J (•'^\ (JC C'l> n ^jLiiaC bl JC. tillJA j l £ Laill (abVI -^1 j_s^ 
One day there was /hada kan/ he was a-a very thirsty and a-a he was finding 
a-a to to drink some water and a-a while he was flying a-a in the sky he find 
a-a found a ja.. jar and a-a there was water little in it and he can not reach it 
and he saw he thought he get a good idea to throw some stones in a-a this 
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large and a-a when he was a-a throwing the stones he the the water was 
rising in the a-a in the jar get to the top of the jar and he drink he feel happy. 
4Edl 
In one day 1 saw the a-a raven in on the tree and a-a and the raven who is 
very thirsty and === he find the jar jar === and a-a he saw it saw on the a-a 
on the jar === the water is very way and he throw to a-a-a-a some stones in 
d.. in the jar a-a so the === so the water rise and the raven drink the water. 
5Ed] 
In the shining day when the sky is a-a clear and the sun is shining there 
found a raven it's very very it's very very thirsty and he go to the the b.. a-
a to the to the and stand up in this and go to to find a water and saw a /jak/ 
it's found the water and he can't drink it a-a the water is not complete in 
this he go to get some stones and throw it into the /jak/ and the water go up 
and he is drink and g.. after he drink into the /jak/ go out and go away and 
thanks his God. 
6Edl 
1-1^^ pLo l^j^ '^J^ ^J J. 'K' ^J^ 1 •""U.'J ^^ CJ~ '•""'^.'J^ J J 1^ j I^Ua I^UA ^jl£ fsljV^ (j-a AJJ ^ 
One day there was bird a-a is flew to look for about water while it's flew a-a 
it's found on la., water it below to drink but he it can not because the 
water low it took stones a-a from earth a-a and a-a threw a-a threw a-a b.. 
throw in on la the water a-a rise a level and drink. 
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TEdl 
There was a crow fly in the air doesn't find the water and below to drink the 
water a-a found the water in the bin take small stones and a-a throw to the 
bin rises the water so the crow drink. 
8Edl 
Gave up talking after some trials. 
9EdJ 
(jl£ f)^\ ( j ^ j i^ ^H '^ ij-a ^ _ > ^ u' - ^ ' j ' ^ ULikc jjl-Sj ijf^ ;j>,^r- _^3j3 Lil jc- i-lyl J ^jJ i-lil J 
In one day I saw a raven on the tree a-a it was very thirsty and to drink but 
the water was very a-a so it think to take to took a-a a way took some stone 
a-a and a-a throw throw in the jar the water go up and he to drink a-a very it 
was very glad very happy. 
lOEdl 
i l l i f.\ \^ • --^ 1 (Jl ^jAJia __ o<:,lic. QC r'l-t^ ^) AJLC ^ Lil jc . ^ j^ o j l j ^ l AJAXI JL^. a j j r-Lii-a ^ 
This story talk about a bird he is first it's thirsty one day one day is hot a-a 
in the morning a-a went the bird want to the === went to the desert he 
looked for to feed he continue looking looking for the food until painful 
thirsty he went to look for water he doesn't didn't find water suddenly 
===he find === bottle he find bottle thrown the in the valley === find it 
water he brittle he brittle towards it to to thirst from it he drink unfil while 
full afterwards continue the bird continue his his flight in looking for food a-
a he went then away then way he absent and he absent from my see him I 
don't see him 1 don't know where he went. 
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lEd2 
'e>j^ TC-AJ al-?Jj i j l LxJ l 0 ^ ij-o C l i ^ U ^ J " ^ J T ^ j t ^ r - ^^ic j j a i^-sL ^ ^ j c . ^jl£ a j j C i l i 
AJ ell J ht^ ^ ^ J ^ J ^ . . '^J:^*^'^ '° J T ^ ' 4 ^ "iq J 3:^j j L-ij.'"iijl 1^" '^!^ ^ J o 1—^ La.ii& j IgJ aS j l Ui| 
(^JJJ J ^ U a l o i l j a jS i ] l ^"i^>'< .cLoll ^ J J ^ ^ i i . ' i j ^ l ^-J XoJ j ^t,.o>.\l i k b j L o j ^ 
Once upon a time a-a there there was a black bird standing a-a black bird 
standing on a try he was a-a he was a-a so thirsty ===suddenly he glanced a 
jar a jar of water. He decided to drink from this jar so so he a-a he flew he 
flew to to this to this jar and he wanted it wanted it wanted to drink from it 
but he couldn't a-a it couldn't to drink from it because a-a it's a-a its gap a-a 
its gap ===it gap was very narrow. So he decided he thought a-a he thought 
so much a-a until he found a solution a-a for this problem. He decided or he 
thought to a-a collect a-a some a-a some rocks some small rocks some small 
rocks or yes some small rocks to fill a-a to fill in the jar after that a-a the 
water when === will ===will come up and up a-a after that a-a the the black 
bird a-a the black bird can a-a can drink from it and finally a-a he could it 
could a-a drink a-a from it by clever way. 
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Once upon a time there was a-a a black bird a-a on /buff/ or on the branch of 
the a-a bush or a-a a tree a-a it was very thirsty a-a and then he was thinking 
about a-a something a-a something help a-a help a-a him to a-a drink 
something a-a suddenly ===he glanced or see ===a bottle a-a or ajar. He he 
come to a-a it come to a-a drink a-a the water but it was a-a very less and at 
the end of the bottle a-a then a-a he think he can't ===he couldn't drink 
because of a-a the a-a narrow a-a the narrow a-a mouth or the narrow a-a of 
the a-a bottle. Then he returned to the branch a-a again to thinking about a-a 
how to drink the water suddenly after deep thinking a-a he reach he reaches 
to ====he he seed a-a he he saw a-a some ===he saw some a-a stones some 
stones small stones a-a and then he think to a-a put them or fill in a-a the a-a 
the bottle a-a when he full in the bottle a-a it a-a fl.. a-a the water was rise up 
a-a to a-a front of the a-a bottle then he a-a drink and he a-a he have === he 
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have reach he have reached a-a to the theme that there is no a-a there is no a-
a nothing will be done without thinking deep thinking. 
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At once there was a-a black bird black bird standing on a branch of a tree 
and he was he was about to d.. to die by by thirst. He f.. sudden., he fo. 
suddenly he found ajar in front of him and there was a little of water in it. 
The black bird stan.. stood on this jar and he try he tried to drink some water 
o.k but he couldn't because the water was deep in., was a little and deep in 
this in that Jar. he was a-a he a-a he de..he was deeply thinking how to make 
a trick or to make a plane a-a to able to able to drink ===by a little of water. 
Suddenly a good idea passed in his mind a-a that he should take take 
===take a-a that he should take a small struck or small a-a small stone o.k. 
to put it in the the the jar after that the water will go up a-a and he will be 
able to drink after that a-a he a-a he did this plan. When he did this plan 
correctly. It was a -a successful a-a plane and he could to drink by his 
thinking and clever trick. 
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This story is about a-a the black bird ===the black bird ===was thirsty and 
cannot could not a-a no from from where he will have water .so he look for 
source of water ===so, he it a-a it a-a ===it find it finds it find ===bottom 
or a-a ===of water that have a-a a little of water in a-a in the bottom of it 
===. So he ===over a-a over thinking for a long time a-a how a-a how to 
find a-a that a-a to find that water in a-a in the bottom. So he a-a he === saw 
it saw ===rock of stone in a-a in a-a near a-a the bottom and he a-a or it 
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===take it and throw it in a-a the bottom a-a and the level of the water rise 
rise up and he a-a and it ===watered it and water water. 
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This is a story a-a happens to us in every time and it is it talk about 
intelligent and ===how the hu.. the human must to understood or understand 
the nature around him. I will tell you about this story in birds she is it human 
human story that I will tell you in birds. Beeause maybe because the the bird 
sometimes is more ===more expression than human. This started whena-a 
bird a-a stood on a branch of a tree he it a-a it a-a it thirsty it a-a it search 
about water a-a and while a-a while he see around him a-a he found a-a a 
bottle and there was water in it. But but the water is more degree a-a or more 
dep and he can't arrived in it and he a-a he searched a-a fo..find way a-a to 
a-a he wa..he thinking more and more even to arrive in a-a in the water 
===he thinking more and more and a-a there is some idea a-a cross in in his 
mind ===he think he will ===he ===hc conbey he convey some stones in in 
the in the bottle a-a even the the water a-a up up to the top a-a of the bottle 
even ===any way the water the water up to the top of the a-a bottle and he 
he he could to to reach in a-a to reach in ===and a-a because he is a patient 
and he and by his work ===he a-a can he can achieve his end. This story 
about this casual ===taught the human many many many beautiful meanings 
he must to ===to convey in his moral ===and this /moiz/ amazing patience 
and and a-a will and achieve to achieve his aims even it is difficult or a 
unless it is not it is not impossible. 
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It is a small story about black bird who is was very thirsty. One day in a-a 
hot a-a weather and a-a and this a-a and this bird ===this bird a-a looking 
for some food to a-a feed his its a-a to fed its a-a children ===so ===/===so 
it was a-a it travels so widely to look for a-a some food ===o.k.===then he 
was he was he felt thirsty a-a and he wanted to a-a to drink a-a any water 
===suddenly a-a suddenly a-a when he when he stand on a-a branch a-a he 
saw a-a under a-a under him a bottle of water a-a so he feel very happy 
===then he a-a fell down go down a-a to a-a drink the water in this bottle 
but he is very sad when he saw that a-a this bottle is very large and a-a the 
water was in the bottom of this bottom a-a bottle. So he when a-a think a-a 
think about any idea a-a to ===to to drink water. He a-a when he saw a-a 
some small stones ===next to this a-a bottle ===and a-a pick up ===and 
throv/ it throw them in this bottle ===in order to in order to ===/=== o.k. he 
throv/ he throw this a-a this small stone into this bottle. So the a-a water was 
a-a arise ===the water was arise (a gesture requesting help) and he can drink 
this water. 
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In a hot day there is a-a black bird ===/=== it was thirsty a-a very very 
thirsty ===and he ===and it ===it is stay in a branch of a tree ===/=== it a 
(request help but no help) ( said IN ARABIC)it saw one bottle a-a there is 
water a-a in the bottom a-a of the j . . j . . bottle ===but a-a the water ===in the 
=== in the bottom of the jar a-a he think and think how ===/===how 
===then he it take some stone stone from the land and ===from the la., the 
land a-a and ===takc a-a one by one a-a and ===put in the jar even the 
water ===(request help===high === to the high and it a ===(request help) 
and it drank (interviewer)and then it fly. 
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First of all let us tell you about this story once upon a time a-a ===there is a-
a there was ===/===(asking help but no word avoidance {the crow was 
puzzled}) it is very thirsty a-a and ===it have a === it have found ===a big 
a-a bottle. It is a-a contain a-a wa.. water and a-a the bottle has a-a narrow a-
a narrow a-a narrow to to it it was a ===/===in Arabic puzzled) how a-a 
mainly drink after that he think ===that she that it ===to throw the a-a small 
stone a-a into a-a bottle in order to a-a ===it a-a drink and he succeed in his 
in it a-a in his plan. After that he a-a he could to drink a-a and he a-a and it 
bless Allah. 
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Once day there arc there was jar was veiy thirst. They want to drink some 
water but they did not find anything a-a of water in the a-a in her in her in its 
place. So he a-a so in this sun day he found a small bottle under a-a under a-
a the tree a-a he a-a who try to drink this bottle but a surprise he do., he 
found only a few of this water. A-a after after he think how how a-a what's 
===how can a-a how can it's do to to reach for this water he saw small stone 
he p.. he pick a-a a small stone and put in this a-a bottle once after once 
===one after one a-a when he reach a-a under until the === until the water 
reach a-a increase a-a the a-a ===until water reach he can drink he she a-a 
he drink this water and after that he fly. 
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There is a-a one day one someday there is a-a bird a-a fly a-a up of the desert 
a-a he he look a-a look for the about some thing water to drink a-a to drink 
a-a but a-a he founded anything but he still to to find a-a to find something 
to drink===he still a-a he still he still to find he still to find to find the water 
but finally he he found a-a jar he found he found inside some water but he a-
a he can't a-a reached a-a reached to it to it because a-a because the a-a 
because === the water a-a some a-a a little in the in the a-a{in the } jar in 
the jar ===he === he== feel a-a agr.. agr.. he feel angry he feel angry a-a to 
=== to find a-a to find this but he a-a thinking to thinking a-a to find a-a to 
find some === idea to reach a-a to reach a-a to reach to the water === he 
found some rocks small rocks a-a and thinking to to find fi.. to fall this in 
th.. in the jar unfilt to to reach to reach . The water a-a to him to him he a-a 
and he a-a take the small rocks and put a-a put a-a it in the a-a in the jar one 
by one a-a until the water a-a reach in the ===in the a-a up a-a the jar a-a he 
reach he he drink the water and thank Allah to give him a-a and fly. 
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In a hot day one black bird a-a he is it is very thirsty he try find some water 
but he a-a doesn't find anything. He fly a lot of time and look for look for 
the water but in a day in in a-a in a lot of time he notice he notice some 
water a-a in the ===/===he notice some water in the /or {help}. He notice 
some water in the jar he try to drink this water but it is veiy difficult a-a 
because === yes because he try drink this water but it is very difficult 
because the water not full in the jar. It is a half the jar so he it think what to 
do he it think. It think what what what a-a what to do it is difficult to drink 
this water but after he think he notice the., some stones so he took it these 
stones and full on in the jar so when the jar a-a ===full the stone a-a the 
water is go up so the black bird can drink water. 
so we learn from this story how the a-a we find always the solve when we 
think. So think and u find the solufion for any problem. 
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Once upon a time was a-a crow this crow try to find ant water to drink but 
couldn't and after some (research) after after trying after some trying a-a the 
crow could find a-a could find the bottle a-a in this both there was some 
water butt a-a the water was not full so the crow couldn't reach the the water 
into the bottle a-a finally the crow a-a thought and could find the way in 
which it can a-a it can reach the the water in the bottom of the bottle so the 
crow took some stones and throw them on into the bottom of the of the 
bottle so that the water a-a the water rise to a-a to 1 mean to the top of the 
a-a bottle and finally it can't could drink the water. 
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One there there was a crow who was very thirsty as long as he travels for a 
long distance. So while he was a-a trav.. fiying he saw a-a ajar so, he was 
very very happy to see this jar but when he come to a-a === when he tried 
to a-a when tried to drink he couldn't drink as a-a the water a-a as the water 
as a-a and at at in a low level in the jar he couldn't a-a couldn't drink any 
thing but when he he sta he stand for a while sss a-a see and saw some some 
ro.. some stones so he tried to a-a to find the way to a-a to put a-a to get the 
water and take so he takes this stones one by one he put a-a that stones 
inside the jar and then gradually the a-a the water the levele of the water 
become rise so he a-a he a-a he drink as he want and an and the need just fly 
the vv'ay. 
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One day a thirsty crow a-a was seeking an., for a-a for a-a water and after 
a-a after a-a big time long time a-a of a-a after of a long time of seeking he 
find he found a jar but the water in the jar was a-a wasn't a-a low the water 
was very low was very little . a-a he founds he f. he fo.. he found some a-a 
some rocks near the jar a-a he he th.. he thought that he he the only the only 
way to to drink from this water to put a-a this a-a this stones in the jar so 
after a-a after his tries trying a-a he a-a his plan succeeded and drink. 
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It was thought that there is a raven who is flying a long a long distant and 
suddenly he felt thirsty for his long a-a flying so he decided to put., on a-a 
tree a-a a leaf of the tree . 
Suddenly when a-a he is he saw a-a a jar so he decided to see a-a into it to 
see v/hether it is a-a full of water or not in order a-a to squeed his thirsty so 
he jumped over the this this jar and so a-a and look a deep in to the jar so he 
saw that the jar is a-a half water so he was so depressed that he could not a-a 
===/=== couldn't drink from it because it was half the jar so he flied over 
the tree again a-a and he was thinking for a while so when he a-a saw a little 
stone on the on the ground near the jar he decided. An idea just struck on his 
mind suddenly. So he started pick up the stones and throw by its beak into 
the jar. The water just come up while he was throwing stone after stone. So 
he a-a squeered his thirsty. 
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There was a raven that was enjoying in the sky he was delightful in his a-a 
journey he stood a-a on a-a tree, llie he feel a-a he felt a-a thirsty. He 
wanted to a-a to drink he wanted to drink but he stay he stayed some minutes 
to thought. He found he find a-a an amazing device for this because at f... 
because at first he saw a jar on the air a-a he a-a started to flow down to 
drink but sorry for it he couldn't because jar was very narrow he couldn't a-a 
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enter his pick into the jar then he started thought and thought a-a then he get 
amazing device to drink he a-a began to collect a-a === stones and thought 
throv/ throw it into the jar a-a till a-a the water rise he began to a-a drink 
then he a-a he k .. he drink. 
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On that day ===the crow a-a was a-a-a sitting on the on the tree === 
looking for a-a water in order to drink from a-a it. But a-a an a-a in in that 
case when he was looking for a-a about a-a water to drink === fin., find a-a 
jar jar a-a next to the tree but a-a the water was a-a under a-a the water the 
water is the so that a-a it a-a can't a-a drink from a-a that jar but === it 
looking for === stone to put the stone a-a to put a-a the stone into the jar 
into the jar in order to drink from it. a-a the a-a it a-a drop a-a then it take a-a 
that the sss.. stone a-a and a-a drop it into the jar in order the water go up in 
in in that case a-a be able be able suck bubble. 
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One day there is {asking for help } a crow a-a there is a crow a-a === don't 
found water the water a-a he is a-a sr.. search searched for the top the bird .. 
a-a ====the bottle the bottle he found bottle water bottle little water the the 
crow happy was happy after that a-a he stand on the === {asking for help} 
rim stand on the rim the bottle because he he want to drink water after that a-
a he can't it can't a-a reach water it can't drink water a-a === he thought it 
thought a-a === it thought === because he didn't it didn't a-a-a === it 
didn't drink after that it fall stone stone stone in the bottle because a-a he a-a 
it a-a drink water a-a after that it fa., it full a-a it fall the bottle in the drink 
water it drink water. 
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Once upon a time there was a-a ===there was a thirsty ==== a-a there was a 
thirsty bird and he is a-a he is looked he looked a-a for a-a water for a period 
of time for a period of time but he come across he come across a === bottle 
=== and in this bottle there is half half the level of the water is half is half 
and he couldn't a-a ent.. he couldn't enter his a-a === his beak to === to the 
bottle but a-a and a-a hit upon and hit upon hit upon and answer for the for 
the bottle and he and the level of the a-a the level water is is half is half is 
half that so that it couldn't === water water === and === he too., he took 
stones and thought throw them to to the bottle until the the level of the water 
is become higher and he ===water water. 
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It is it is it is narrated that when the raven was thirsty a-a because of the 
hotness of a-a weather. Me he was drive to find out a-a water. Suddenly he 
find the jar. The jar is a-a there some water in the jar but a-a the the the a-a 
the water is in the the a-a at the bottom of the jar, a-a he tried a-a to a-a to 
think how to how to get water from from this jar a-a he start to think and 
think suddenly he he a-a he === he heard a sound behind him Oh.Oh ===0h 
kind raven === you must throw several stones in this jar untile you can get 
the water. He he he looked behind him he saw he saw a bird === then he did 
he did a-a at the a-a the bird told him. He throw some a-a some stones in the 
in the jar jar and he when a-a when he throw some stones the level of the the 
level of the water === risen is rising up a-a at the at the end the water a-a 
was rising at the a-a at the top of the jar then he a-a drinks water === after 
that he thanks he thanks he thanks a-a god and and the small bird. 
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There was a crow in old days or old times flying for place looking for food 
and water a-a suddenly he feels a-a with a very hot and thirsty he was look 
for about water but a-a it does find a-a any water suddenly he a-a === he 
saw === he saw a jar a-a he thinks thai Jar h... contains water a-a he went 
it went and see or saw into this jar a-a ==== he see a little he saw a little 
water in it. he can't a-a drink this water because the distance from the top of 
the jar into the a-a bottom too far a-a suddenly he get a look er.. a-a 
information to bring some stones and to throw it {g..} into this jar in order to 
water a-a the water in order to high and can it can touch the water and can 
a-a ====drink this water he brings some stones and throw it in the jar. The 
water becomes high and high he can drink now. 
2Ed4 
One day there was a black bird stood a-a stood on ajar to water to water a-a 
some water from it . but he a-a can he canT water ha..=== the water from 
that jar .because the water was very low ===. And he thought a-a he thought 
to=== and he thought for a solution to a-a to get that water so he g.. he go to 
=== to pick a-a to pick up some some stones a-a_some stones could throw it 
into the into that jar . a-a after he finished === the black a-a the black bird 
===, The black bird found the water get up and a-a after that a-a water water 
the water from a-a that jar and they go to the ===to the zoo. 
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a-a ===once upon a time there was there was a bird and === that bird was 
very thirsty ===/===he a a so he was looking for he was looking for the 
water a-a in some road. When he was looking for the water he found === 
/==== he found ===/=== he found some water in some place a-a water in 
some place and he it try to drink from this water === but it ash... it was try 
is to reach the water ==== he found a- a the level a-a he found a-a then., 
level of the water was very very low. So he thought of a mind it thought of 
an idea or a trick to reach the water. This thoughts to drop to throw s.. .some 
rock a-a rocks to this water in order to ===/=== to rise the water === to 
him to his mouth., a-a to his mouth. When he did this trick a-a he can drink 
and he started to his place 
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In one day there was a-a a stork he was it was looking for about water 
water to drink and found a jar which contain water. And it can't drink from 
the jar because the water in this jar a-a === don't mura.. high to enable a-a 
to the stork enable from drinking the water and a-a === the stork was the 
stork was and pick up a-a one === also === one stone and throw it to the 
bottom a-a of the jar and the stork a-a enable to drink the water . 
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One day a-a under the sun a-a rise rays the hot sun rays there was a black 
bird, it was bit he was looking for looking for water in order to put put === 
his a-a put the fire of his put the fire of his thirsty and and suddenly after a 
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long time he found a-a he found a-a === a clay he found a clay he try to 
drink from it he can't drink from it because the water was a-a in a-a the deep 
of that clay a-a he after that he try to get s.. small stones in order he put it in 
that clay he put all stones and when the water go up he drink it and thanks 
his God. 
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One day there was ==-/=== he it he was a-a dying of a-a he is dying of 
thirsty. He search in everywhere for the water and fortunately === he find a-
a a vase. There was there was a-a water in this vase. He tried to enter his a-a 
=== his neck beak his beak in it to drink but this water was at the bottom of 
this a-a vase. 
(help) This crow think and think to how to drink this water and a-a finally 
===/=== he find a-a an idea he start to take some stones from the ground 
from the floor from the ground with his pick {beak} and he fullthe === fill 
the vase with some with these stones. Then the water became a-a up and up 
and finally he === he could become he can drink from this a-a from this 
vase. 
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One day when the sun was hot a-a there is a-a a black a black bird and a-a 
that bird was very tired from the flying a-a from tree to other and he was 
ver '^ thirsty a-a he go to a-a search for a-a water a-a he see a-a a bottle a-a he 
go to it a-a ===to a-a to take to drink water but he a-a can reach to the 
water because the water was the rest in the rest of the bottle a-a === a clever 
black bird think for a minute and after a few minute he go and put some 
rocks a-a ===he put some rocks in the bottle a-a and that a-a === and the a-a 
the water a-a === started to up and up the black bird a-a in this way a-a can 
a-a reach the water and drink it. 
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a-a one a-a black bird a-a was very thirsty a-a he wants to drink a-a but a-a 
and he saw that a-a bottle a-a === there is a bottle a-a he thought a-a he 
thought that there is enough water to drink but when he fall and see a-a there 
is a little a-a of water he can't and he can It reach to this water a-a he put 
some stone in this a-a in this bottle a-a and a-a to make and to make this 
water a-a come up a-a finally a-a he drink a-a he a-a the water come up and 
he drink this water. 
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The story was is a bout a bird who was so thirsty. He was looking he was 
looking for a-a a water to drink. So suddenly he saw a jar. The water in this 
jar was so low and the hole in the a-a of this jar is so narrow. So he thought a 
.. === how to reach the water in this jar. He thought and he thought while he 
while get an idea. The crow was throw stones in this jar while make water 
come up. He throw stones after stone and fill the low till the water come up 
a-a so at the end he drink and he is happy, it was no 
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I want to narrate the story of a-a b.. the black and who which he a-a thirsty 
this bird was a-a veiy very thirsty and a-a he is it was seeking or searching 
for water and after a period or after sometimes after trying to find this 
water . He find jar jarrah jarror and a-a the water in it was very low and he 
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and could not reach a-a to a-a take some drops .. a-a he thought he think it 
think ofa-a a-a === a practical way to a-a-a-a ===== pour the water a..d or 
to to drink the water he pick up small stone and then he drop it in the jarrah 
and the water rise up rise up very ... rise up and then ... He this b b .. drink 
..the 
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N: Once upon a time, there was a raven. In a-a in a particular place and this 
raven was === thirsty. It came to /find/ === a water to === to drink some 
water but he couldn't but eventually === he find it shortly inside of a /pot/ 
or an urn. While he a-a he saw it but it was difficult to /arrive/ to arrive to to 
=== to urn because the urn wasn't full of water. There is only a little. But 
she think === he tried to to to to arrive to the water how. He went to to bring 
some a-a small stones and put the some stones into the a-a this into this urn 
and a-a and then it became easy to him drink. It show me it was when he put 
the urn it was to him a-a it was easy to him to drink and this === it knows 
that this a a the the black bird a a raven if you === is he use his intelligence 
intelligence===. 
L: a-a he put the stone in the urn because the water up up. 
N: yeah yes to make the water or to a a to make it easy to arrive to draw the 
water and suck it up or ?????. 
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N: Once a day three was a c..===there was a crow a look looking for a water 
because she he is very very ang.. thirsty ===/=== that he he go out in the 
morning === he go out in the early morning for looking ===for looking to 
any a-a any a-a any a-a amount ofa-a water. Any a-a but a-a he he couldn't 
a-a find anything a-a ad., when the a-a the a-a the sun a-a got to 
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===/===when the sun got down he /went/ on a branch of a tree === a-a he 
he /went/ to /went/ on a branch of a tree a-a he he went to a branch of a tree 
to relax in it. While he was in the in the branches he see ===== a /pot/ or a ban 
of/pot/ of of pot with a small of water in a-a at the bottom but he couldn't 
===/===but he couldn't know how a-a how a-a how he get the water. He 
loked for ===== he loking for a-a some stones and put a-a them on the in that 
pot to the water to rise up by. 
L: Again 
N: he looked for some stones===/===he looked for some stones ===/===he 
looked for some stones to put in put them in the pot to rise up the water 
===because he was a-a very very thirsty the w..a-a when he put the stone the 
water raise up and he ===have the water drink the water. 
L: Why he was looking f. a-a about the w.. the water? 
N: because he was thirsty. 
L: what he a a what he what he did when he was thirsty. 
N:He go go out===/===her his his house. 
L: Yes. 
N: He go out from his house to look for some water. 
L: a-a he he couldn't a-a reach to the water what he happen? 
N: Jle go to on on a brast a branch of a tree to relax in it. When he was on 
the branch he saw a pot a-a with a small small amount of of water at the 
bottom but he couldn't a-a reach reach to the water. He a-a he look for some 
stone to put it in the pot to raise up the water. When the water raise up a-a he 
couldn't a-a drink the water. 
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N: The story is talking about a-a a crow in a-a in a day of ===in a day ===in 
a day of summer. There was a crow. He was very thirsty because the sun 
was shinning a-a and the weather was hot. He was a === he was looking a-a 
looking for a-a water to drink. He found suddenly he found === /pot/ with 
water. He come to to stand to the edge of the /pot/he saw the water. But he 
can't a-a he can't drink from the water, because it a a it is down a-a on the 
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/pot/ he think he think a lot ===he thought a lot=^=he thought a lot. And 
suddenly he found some stones. He he had he had an idea. He take a-a the 
stones and throw it in the /pot/ and a-a the water go up and then he ===drink 
drank the water a-a go back home. 
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N: There was one day a-a one day there was a-a a raven flying in the sky and 
he vv'as very thirsty. This raven did not find a-a water to drink but when he 
was flying in the sky he saw ajar. 
L: it is jar? 
N: this jar there was water on the bottom " of this jar. There was " water in 
the bottom of the jar 
L: what is the jar? I do not know. 
N: Jar jar you can say a bottle 
L: a bottle yah 
N: ok? 
L: O.K. 
N: and when " the raven" saw this jar "he flied to " o.k. the jar and he " 
did not ===see " the water but because the water was on the bottom of the 
jar for example this is the jar. And he saw === 
L:I Imow I know 
N: o.k. he saw the water on the bottom o.k. So if he ===come a-a if he " get 
down a-a to the jar he will die. O.k. =^==but " he was looking for a trick. 
Hov/ can he === he " get the water ===== how can he " drink .how can a-a 
put off thirsty. So " when he was a-a Hying he was he was thinking ok the 
raven was " thinking o.k. the raven was thinking and === he said how can I 
get to the water but " he found " small " stones maybe pieces of stones ok 
small stones and he tried " to "pick "the stones up and " put them " throw 
them into the jar. 
L: ss 
N: stones 
L: stones a a the big a a 
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N: Stones pieces of stones. 
L: Yes I know ok 
N: And then " he " took he pick the stones " up and " throw them into the 
jar. When he throw them " into " the jar ok. The water was === up o.k. 
raise === raised and he " drank the water. When drank the water ok when 
he drank the water he become ===off so " he " flies " up. 
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N: in sunny day === the sky is shinning 
L: shine 
N: Yes a-a there a-a there is c . cow crow a crow a-a a kind of bird ok a-a on 
the tree ok he look a-a he 
L: what do you mean by tree? 
N: Tree tree (she points to the window where there are tree out side the 
room) 
L:ok 
N: and === the sun is very very hot ok a-a the weather ok === the crow the 
crow a-a bird a-a === is very very thirsty a-a he want 
L: thirsty ok 
N: he want to drink a-a water. Me look a bottle === 
L: Bottle? 
N: a bottle === there is some a-a water in the bottom ok a-a he looked it a-a 
when he go to a-a to a-a drink === the water in the in the bottle in the 
bottom. 
L: after down in the bottle drink? 
N: No no in the bottom water under bottle ok but a-a oo he he catch some 
stone === stone and === put him put it in a-a a bottle ok. The water is up ok 
and ===/=== it drink. 1 his story ===/=== address of the story a-a crow is 
clever === bird. 
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I want to tell a short story about a-a a thirst crow. Once upon a time there 
was a-a crow very thirst, lie was looking for water because he ===because 
he v/as so thirsty so thirsty and he went === to look for a-a to look for the 
water and by chance while he was fly === above === I mean in the ===in 
the forest. He saw === a /jar/=== a jar of water===and he === and he a-a 
stant stood in the bush a a of the tree. And when he ===he stood above the 
jar he saw === he saw stones. Small stones === beside it. Beside the jar and 
he went to ===to drink water before he =--== he picked up === the stones 
and fill the jar. With the stones up to a-a until the water, the level of water 
raised up the level of the water raised up he /quenched/ /quenched/ and 
/flied/ /flied / away. 
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In a-a in===in sun day in sunny day there was a-a a /rock/ a-a there is 
thirsty. It looking for a-a for water then it a-a it a-a it stood on a tree then a-a 
it a-a look === under the tree and suddenly a-a there was a-a /jar/ ===for a-a 
it a-a it had ... 
L: there was what? 
N:/jar/ it had a-a a little of water. Then it can't a-a flew reach to the water 
then a-a start to a-a thinks how can a-a reach to the water. Then ss... a-a it 
saw a-a some stones === round the jar ===/=== it start to a-a throw a-a 
some a-a stones to the jar then the water start to ===/=== 
L: rise 
N: rise, then a-a it can a-a start to a-a drink. 
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The story is talking about a-a a raven or a bird a black bird or raven who a-a 
who is so thirsty and he he doesn't he didn't., a-a didn't find any kind of 
water a-a the weather was so a-a sunny and a-a at that day and he want to a-a 
to === to a-a to drink some water but he a-a he want to he wants to drink 
some water but a-a he couldn't find any thing but a-a finally he search a-a he 
search and search and he find he find a-a a small ===cup of water but he 
couldn't drink because a-a his peck couldn't ===/===couldn't a-a couldn't 
get the water so he ===^  throw some of a-a some a-a some ===some a-a 
some a-a /stone/ or stone from a-a from his a-a by his peck so a-a at that time 
a-a the water is a-a raises a-a and so he could drink and === he doesn't feel 
thirsty gain. 
L: where did he get the cup a-a the cup of a-a of water? 
N: he find it in the a-a road. 
L: why didn't he because he's fiying why didn't he search for a ....or a river 
to drink of? 
N: Actually he === he search and search but he couldn't find anything of 
that a-a but he a-a he find just this small cup. 
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N: In summer day. Crown /crow/ a-a top a-a on === branch on tree === and 
she saw /jar/ a-a full of water. She a-a think ===he wants ==she's very 
thirsty and she wants to drink from this jar. So he a-a think a-a how a-a can 
a-a drink from this jar. Because a-a she think === harm the water half a-a 
this jar and he want a-a to drink he was sink sinking in this jar. After that he 
a-a start thinking how can ===he drink from this jar. He saw stone === 
beside === the/bus/ === and a-a he started think === if he move a-a and 
transferred a-a by his beak === this stone === to this jar. He the water was 
a-a full of the a-a jar and she is he === he can a-a drink from this jar. So he 
===he a-a started practice this idea and he pass ===/=== in successful 
===way and she she she can a-a she can a-a drink from this jar. 
L: you said crown you said crown what crown crown or what? What is 
crown? 
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N: it is black a-a animal, a black bird with beak. 
L: what a-a what did he do to drink from from that jar? 
N: to drink 
L: what did this crown did do to dink from that jar? 
N: ===== 
L: what the idea that he think of to drink from that jar? 
N: because he was a-a very thirsty? 
L: but how how did this crown ===try a-a to a-a drink from that jar? What 
was his idea? 
N: his idea === to throw the stones then a s throw the stones ===the stones 
a-a ===push the water up . So he can drink? 
L: Aha OK. 
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There was once once day there was a /crow/ ===there wa.. .=== he was very 
thirsty. Would like to drink some water, so he go ===/=== he go to the === 
he === he go to the ===a-a we can say some thing a-a we put water, the 
water come out from it at much. It is a hole ===it is a hole. Water out of it. 
Natural water. Not made not by you===hole. Water come out from it by 
natural === 
L: not understanding but saying (yes). 
N: ok he go there ===to seek water, he ===he flnd=== 
L: he found 
N: he find a-a carpenter a-a so y===yes===/=== 
L: he find a tools? 
N: (gives up talking) 
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In a sunny day one in sunny day there is a-a there is a-a black a-a a black 
bird standing on the tree a-a looking for some water . His research for a-a his 
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research for water === because he is thirsty === because he's thirsty, so he 
===found a-a bottle of a-a water. But the water is a-a at the a-a the ===/=== 
he can't reach the water because a-a the there is a little a-a of water. So he he 
looks a-a he he it a-a ===/=== it takes some a-a some ===some a-a some 
rocks into this bottle to =^^=/=== 
L: what do u mean by bottle? 
N: bottle of water not bottle some thing we put in it water. 
L: a-a === (in Arabic) what do u mean b.. by bottle? 
N: thing ===thing a-a which we put water in it. Pot of water. 
L: big bottle or small. 
N: pot. Quite small a little, a-a so it takes some rocks to this bottle to rise 
water to alt., he sucks water and leave. 
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Once day when I wa.. when 1 was walking in the street that I saw I have seen 
a-a a crow stand on the /branch/ of the a-a of the tree a-a then a-a there was 
a-a a jar 1 think a jar behind the trees and ===this bottom of this jar 
===wa..contans water and the crow wants to a-a drink from this water but he 
can't a-a arrive to this water a-a and he thinking how how he can ===arrive 
to this water. He tr.,he thinking and after that he a-a decide to anive this 
water a-a he start to throw these stones to this /jar/ this jar to ===to arrive 
this water and after he drink this water ===/==:= and story ===it indicated in 
to intelligent of this a-a crow. 
L: (not understanding) 
N: the story indicated to the crow's intelligence. 
L: so you mean jar some something where we put water in 1 mean som 
something it contains water? 
N: yes, he throw few stones. 
L: because a === I mean because the face where the water comes from is not 
wide or clear? 
N: no no narrow 
L: narrow? 
N: is something like the bottle something ===small 
L: not wide like ....o.k 
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In a sunny day in one of the green gardens there was a thirsty sparrow. He 
was standing on tree while he was standing on tree he was also ===looking 
for water to drink ===he found a-a he found a big jar a-a this big jar a-a this 
big jar contains===contained water ===but the water a-a in this jar is at the 
bottom. He can't he can't reach it or the water can't reach to a-a the mouth 
of the a-a sparrow. The sparrow looked around then ===and found a-a many 
stones. Sparrow think and thought and ===thrown these stones inside a-a 
into into the jar ===during the a-a during his throwing the a-a the stones into 
the jar the water rise rose. Finally the clever sparrow ===with his cleverness 
he could drink the water so easily. 
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N: once upon a time I was looking through one of the biggest garden in our 
city ===/=== a crow has a-a had a-a taken my attention towards him 
===when his === great ==^cl.. cleverness the time was 
L: why a-a why the crow does attcn... 
N: it seems that a-a was looking for something but I don't know what is it 
and it was a-a it looks like === a thirsty === a thirsty crow. The time was in 
in the ====at at noon and the crow was appeared ===thirsty and it was sta.. 
standing on the on a bush on one bushes of that garden it was looking as he 
was as it was looking for some thing. I went to watch him to look about what 
a-a it is looking for a-a .. 
L: so a-a so what ===do you know to ..watch ..saw^ 
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N: I saw a jar full of water and that it want to drink that is ===why the 
====crow was standing on the bus ==^and the most important thing which 
took my attention towards that a-a ===crow is his marvelous way and it is 1 
think the talent from god ===to that a-a crow when tried to drink water from 
that jar but he couldn't because the was not full. 
L: toward for our god I think even our god give talent to that crow. 
N: the most important thing what took my attention towards the crow is his 
its marvelous cleverness when pick picked up some stones from the ground 
and throw them into that jar in order to make the water === go up side 
===and then drink from that jar easily that is my story. 
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N: the story is starting ===oncc === the story starting ===== the story starting 
a-a one day a-a sunny day a-a when the a-a a black crow was flying.. 
L: who? 
N: a black crow. 
L: what's the meaning of black crow? 
N; it is a kind of bird it is called black bird..black crow who was flying === 
was veiy thirsty looking for water but in vain could find any water in any 
place a-a he still looking for water in any place to === drink but couldn't 
find. Suddenly a-a he a-a 
L: v/hen he st.. 
N: stand on the branch of one of the trees. lie looked out and find the jar. 
this jar in it jar the a-a there is a bottle. He went to drink ===he hurried to 
this jar and stand a-a in it's a-a opening and a-a wants to drink but he failed 
because the water was in the bottom of the jar. he becomes hopeless and 
started to think how he can reach this water. So he he think a-a he find a way 
to drink from this water by catching some ===stones small stones and throw 
it into this jar ===stonc by stone stone by stone the jar a-a is full of the 
stones and the water is the a-a raise with the with these stones and he can 
reach the a-a water and drink from it. 
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Once === in a summer -^ == morning. The sun was rising the a-a weather is 
fine, there are lots of green =-"^== grasses and there was on the branches there 
is a black a-a a crow. It was so === thirsty. Once === he found ===a jar. 
Do you know what ajar inside it? there is a water . but as he as it lets say in 
it flay== and stand === on it. this is it is difficult for u === to drink k === 
from the jar .the water was just lets say in it === the water is little and === 
the crow cannot === drink === from === the jar . So it thinks about an idea 
=== and finally ===/ === it discovers that ===by throwing === 
some stones ===inside the jar === the the water === will === raise and 
raise we can say comes p.. up. And then ===he it gets the ability to drink. 
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Once aday ===/=== there was ===a black bird ===in a-a winter === 
season=== the the === black bird === was === veiy thirsty there was no 
=== water and === along time to === in search of === water. Finally 
===it/hid/water a a water in a ===cup. But = = he cannot ===drink from 
that === water . and a a longley a-a long a-a he think a-a about how can 
=== drink from the === bottom a-a reach it. stones === ground from the 
=== earth and a-a throw it === in the cup after the === water === rise and 
a-a drink from the water. 
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Once day, it was very sunning day a === ad there was crow, the black a-a 
the black bird a-a black bird . This a-a = = bird was === very thirsty and 
there was very sunny. He was in the desert he lived, a-a he never === found 
===== any ===any a-a water finally he found === a bottle === with a little 
==== little water ===== at a-a at the at the bottom at the bottom . He === felt 
===== frustrated === and then he thought about ===how to help=== himself 
==== to save === his soul. After a while, he === collect === he collected 
some stones === he used ===== those a-a stones to a-a === to === 
to throw it === into the === bottle === by the time === the water === was 
==== rising up . By this way he === succeeded === in a-a in getting the 
water he a-a wanted a-a to drink. This story === taught us === that there is 
always hope === there is nothing a-a impossible if u have === if u can 
realize a-a what a-a what u have in mind === that you can create new idea to 
help your self in any situation. 
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Once there was a bird who was stand on the a-a on a-a on a branch of a tree. 
He was thirsty. He want to a-a to drink from ajar. She it was put in put a-a 
on the on the on the ground. It look at it. Then the a-a he then.. He think how 
he a-a can a-a drink from the jar. He === he reached to the a-a solution === 
which was that a-a he put put some rock inside the jar === until the water 
become up and up then the bird drink from the jar that's it. 
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N: The story is about "a bird in crow " crow bird crow black bird. 
L: about what? 
N: about bird about bird crow " omen of b.. bad omen 
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L: women? 
N: a crow. Do you know a crow? A black bird flying in the sky? A crow? 
L: (gestures of understanding) 
N: it is black bird===oncc this black bird o.k. went to seek a water. Was 
very thirsty. It was seeking for water. He wants water a-a once ok he went to 
a-a a well. Do you know a well? 
L: Yeah. 
N: the well of there was no water in the well, fhe well was was deep. So the 
bird=== thinks how to get this water out of this well. So that he can drink. It 
thinks of a way by which bringing the water out of this well and drink o.k. . 
He saw. It sees the bird "sees" some stones " near the a-a the well ok. It 
takes these stones into the well ok the water get out at this time" the bird 
becomes able to drink. 
The story talks about what.. 
L: about what? N: a /bird/ who seeks about which seeks for a-a water 
because it is it's thirsty. 
N: this story tells you about don't be disappointment even if you face 
difficulties in life. Go on searching for a-a go on ===and a-a face 
difficulties/ courageously/ o.k. Don't be disappointment. Even if you can't 
do some do not think that 1 am nothing. Fhink that I have a-a /potential/ 
around me. So that I can achieve what I want. This story teaches you what? 
What you want to do " is in your hand. It is in your hand if you are 
determined by determination you can achieve your goal ok. 
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Educati 
on 
Level 
one 
15 
16 
17 
18 
19 
20 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 
31 
32 
33 
34 
35 
36 
37 
38 
39 
40 
41 
42 
43 
44 
45 
46 
47 
48 
49 
2.44 
2.67 
2.44 
2.78 
3.44 
2.44 
2.67 
3.22 
3.33 
2.67 
3.44 
2.44 
2.44 
2.89 
2.78 
3.11 
2.89 
2.44 
3.11 
3.00 
3.78 
3.78 
3.33 
2.89 
3.22 
3.56 
2.56 
222 
2.11 
3.00 
2.00 
3.00 
2.89 
1.89 
3.44 
3.22 
2.67 
3.33 
3.00 
2.89 
3.00 
2.67 
2.67 
3.11 
3.00 
2.78 
2.11 
2.89 
2.78 
2.89 
2.89 
3.44 
3.00 
3.22 
3.44 
3.29 
3.14 
3.14 
2.79 
3.14 
2.86 
2.50 
3.57 
2.93 
3.00 
3.07 
2.43 
2,43 
2.79 
3.07 
3.14 
2.43 
2.43 
2.43 
3,07 
3.07 
3.00 
2.79 
3.00 
2.93 
2.79 
2.43 
2.64 
2.29 
3.14 
3.07 
2.71 
3.00 
2.21 
2.71 
3.07 
3.64 
3.21 
3.79 
3.64 
3.43 
4.00 
3.14 
3.57 
3.57 
3.57 
2.64 
2.64 
2.93 
3.07 
3.57 
4.00 
2.71 
2.86 
3.14 
3.67 
4.17 
2.83 
3.33 
3.33 
3,83 
1.67 
3.33 
3.33 
2,50 
3.17 
2.67 
2.17 
2.83 
2,33 
2.50 
2.50 
1.67 
3.33 
2.67 
3.33 
3,67 
2,83 
3,33 
3,33 
2,67 
3.17 
3.17 
3.50 
3.33 
3,17 
3,50 
2.17 
2,50 
3,50 
3.50 
4.50 
3.50 
2.17 
2.83 
3,17 
4,00 
3,17 
3,67 
3,67 
3,00 
3,00 
3.17 
3.83 
3.00 
3.67 
3.83 
3.17 
3.17 
3.17 
2.78 
3.67 
3.33 
3,22 
3.11 
3.89 
1.78 
3.22 
3.44 
3,11 
3.44 
3.00 
2,78 
3.33 
3,00 
3,33 
2,78 
3.22 
3.22 
3.56 
3.67 
4,11 
3,33 
3,56 
3,33 
2,67 
3,11 
2.44 
2.44 
3.56 
3.22 
3.33 
3.44 
2.44 
3.11 
3.00 
4.00 
3.89 
3,78 
3.56 
3.22 
3,67 
3,56 
4.11 
4.33 
3.33 
2,89 
2,89 
2,56 
3.00 
3.56 
3.78 
3.22 
3,22 
3,22 
1.78 
2.11 
2.00 
1.56 
1.78 
1.89 
.67 
1.56 
1.22 
1.44 
2.11 
2.22 
1.33 
1.67 
1.78 
1.89 
1.44 
1.44 
1.56 
1.89 
1,78 
1.89 
1.89 
2.00 
1.67 
1.11 
1.89 
1.67 
1,56 
2,11 
1,78 
2.11 
1.78 
1.33 
1.33 
1.56 
2.33 
2.33 
2.11 
2.11 
1.56 
1.89 
2.11 
2.11 
1.67 
2.11 
2.56 
1.56 
2.11 
2.56 
2.22 
2.11 
1.78 
2.22 
1.89 
3.17 
3.33 
3.00 
3.17 
2.67 
2.67 
1.33 
3.33 
2.17 
3.00 
1.67 
2.50 
2.67 
3.33 
3.00 
3.33 
2.83 
2.83 
2.83 
3.00 
3.17 
3.17 
3.50 
2.83 
3.17 
1.50 
2.83 
2.00 
2.67 
2.50 
2.00 
2.33 
3.50 
3.17 
2.50 
3.00 
2.50 
3.33 
4.00 
4.17 
2.83 
4.17 
3.33 
3.67 
3.50 
3.50 
2.83 
1.67 
2.50 
4.00 
3.50 
4.00 
2.83 
2.83 
3.67 
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Level 
two 
50 
51 
52 
53 
54 
55 
56 
57 
58 
59 
60 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 
31 
32 
33 
34 
35 
36 
37 
38 
39 
40 
41 
42 
43 
44 
45 
3.11 
2.22 
3.44 
3.00 
2.89 
2.67 
2.67 
2,78 
3.56 
3.00 
3.67 
2.89 
3.56 
3.33 
3.44 
3,89 
2.89 
2.78 
2.44 
3.33 
3.67 
3.78 
3.22 
3.67 
2.44 
3.56 
3.67 
2.89 
3.11 
3.33 
3.33 
3.56 
3.00 
2.78 
3.33 
3.78 
3.56 
2.89 
3.11 
2.67 
3.22 
3.67 
2.33 
3.44 
3.56 
3.00 
3.11 
3.44 
3.33 
3.33 
4.44 
4.00 
3.56 
3.44 
3.44 
2.56 
2.43 
3.00 
2.86 
2.79 
3.57 
3.29 
3.29 
2.93 
2.93 
4.00 
3.21 
3.64 
3.14 
3.21 
3.86 
3.86 
4.00 
3.57 
3.64 
3.43 
4.00 
4.14 
3.07 
3.14 
3.57 
3.71 
4.21 
3.93 
3.29 
3.79 
3.64 
3.36 
3.29 
3.57 
3.93 
3.21 
3.21 
2.79 
3.57 
3.14 
3.86 
3.43 
3.93 
3.29 
3.93 
3.64 
3.86 
4.21 
4.36 
3.93 
3.86 
4.07 
4.21 
3.07 
3.79 
3.50 
2.83 
3.50 
3.50 
3.50 
3.00 
3.33 
2.83 
2.83 
4.00 
3.50 
2.83 
3.00 
3.50 
2.50 
3.83 
3.50 
2.33 
2.50 
3.17 
4.00 
2.83 
2.67 
3.33 
2.50 
3.67 
2.83 
3.50 
4.17 
4.00 
4.00 
3.67 
4.17 
1.83 
3.50 
3.33 
2.67 
2.67 
2.17 
3.33 
3.17 
3.83 
3.50 
3.83 
2.00 
3.83 
4.17 
3.50 
3.67 
3.17 
3.00 
3.17 
4.00 
3.67 
3.33 
4.00 
3.00 
2.67 
2.33 
2.78 
2.67 
3.33 
3.67 
3.33 
2.67 
3.22 
3.56 
3.56 
4.11 
4.67 
3.67 
4.33 
4.22 
4.11 
4.33 
4.44 
4.44 
4.00 
4.33 
3.78 
4.33 
4.11 
3.89 
4.33 
4.22 
4.11 
3.44 
3.56 
4.11 
4.00 
4,11 
4.11 
4.00 
2.89 
4.22 
3.11 
4.33 
4.78 
4.11 
4.11 
4.00 
4.67 
4.56 
4.33 
4.22 
4.67 
4.11 
4.22 
5.00 
4.44 
3.67 
4.00 
4.33 
1.56 
1.78 
2.33 
1.56 
1.78 
1.67 
2.00 
2.00 
1.78 
2.22 
2.33 
1.33 
2.78 
2.11 
2.44 
2.33 
2.56 
2.67 
2.78 
2.89 
222 
2.33 
1.89 
2.56 
2.22 
2.00 
2.44 
2.00 
1.11 
1.67 
1.89 
2.44 
2.11 
2.11 
2.89 
2.33 
1.78 
2.11 
1.67 
1.89 
1.67 
2.67 
2.33 
1.56 
2.22 
2.33 
1.89 
2.56 
1.56 
2.78 
2.11 
2.67 
2.44 
1.89 
1.44 
2.78 
3.00 
3.17 
2.50 
1.00 
3.50 
3.17 
2.67 
2.67 
2.67 
2.33 
2.50 
3.67 
4.50 
4.33 
3.67 
3.50 
3.33 
3.83 
4.00 
4.50 
4.00 
4,50 
2.00 
4.00 
4.00 
3.67 
4.33 
3.67 
2.83 
3.33 
3.33 
3.83 
3.67 
3.83 
3.67 
3.83 
3.50 
3.17 
2.17 
3.33 
3,00 
3.50 
3.33 
3.17 
3.67 
4.17 
4,17 
3,83 
3.50 
3.67 
2.83 
4.67 
4.17 
3,17 
3,50 
4,17 
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46 
47 
48 
49 
50 
51 
52 
53 
54 
55 
56 
57 
58 
59 
60 
2.67 
2.56 
3.89 
3.44 
1.89 
2.33 
3.56 
3.78 
2.22 
3.33 
3.00 
3.89 
3.33 
3.56 
4.00 
3.57 
3.64 
4.36 
3.79 
2.64 
3.07 
3.36 
3.57 
3.86 
4.14 
4.07 
4.29 
3.64 
2.36 
4.21 
.17 
.50 
.83 
.33 
.00 
.33 
.00 
.50 
.00 
3.67 
3.50 
2.67 
3.33 
1.83 
3.00 
3  
2. 
2. 
4. 
3  
3  
2. 
3.: 
3 
3.67 
4.11 
4.33 
4.78 
3.56 
3.89 
4.44 
4.00 
4.67 
4.33 
4.33 
4.67 
4.22 
4.11 
4.56 
1.89 
2.44 
56 
33 
33 
11 
33 
33 
78 
22 
00 
56 
1.11 
2.22 
2.44 
3.50 
3.50 
2.17 
4.00 
2.50 
3.50 
3.33 
4.33 
4.00 
3.83 
4.00 
4.33 
1.83 
2.83 
3.50 
Level 
three 1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 
31 
32 
33 
34 
35 
36 
37 
38 
39 
40 
2.67 
2.78 
2.11 
3.11 
2.89 
3.22 
3.11 
3.00 
3.56 
3.11 
2.44 
2.56 
4.11 
2.78 
3.56 
3.00 
2,67 
2.78 
2.44 
2.89 
3.22 
3.11 
2.44 
3.33 
2.56 
2.89 
3.44 
3.00 
2.89 
2.00 
2.89 
2.67 
3.00 
3.33 
2.22 
3.67 
2.56 
2.89 
2.11 
2.33 
3.50 
4.07 
2.14 
3.71 
3.64 
3.43 
3.57 
3.86 
3.64 
3.07 
3.79 
3.86 
3.29 
3.14 
4.07 
2.93 
2.86 
3.50 
3.79 
2.93 
3.14 
2.57 
2.79 
3.50 
2.36 
3.93 
3.64 
3.07 
3.36 
2.79 
3.57 
2.64 
3.29 
3.43 
3.07 
3.71 
3.71 
3.86 
2.79 
2.57 
3.83 
3.17 
2.50 
3.67 
3.: 
3. 
3.1 
3. 
3. 
4.1 
4. 
3.. 
.33 
17 
.67 
.33 
.50 
.00 
.17 
83 
4.17 
4.00 
3.17 
2.50 
3.17 
3.50 
4.00 
2.67 
2.83 
2.50 
3.00 
3.83 
4.50 
3.33 
.67 
.67 
.67 
.50 
.00 
.50 
.17 
.83 
3.67 
2.83 
3.33 
3.83 
2.00 
3.33 
2.' 
2. 
2. 
3  
3  
2. 
3  
2. 
3.78 
4.67 
2.22 
4.11 
4.00 
3.56 
3.78 
4.11 
3.78 
3.22 
3.78 
4.33 
3.56 
3.56 
3.67 
3.00 
3.11 
3.67 
4.67 
3.22 
3.11 
3.22 
3.00 
4.00 
3.78 
3.67 
3.56 
3.89 
3.78 
4.22 
4.11 
2.22 
4.44 
4.22 
3.78 
3.67 
3.89 
3.33 
2.33 
2.00 
1.56 
2.22 
1.44 
1.89 
2.44 
1.89 
2.67 
2.33 
1.33 
1.78 
2.22 
2.22 
1.67 
2.56 
2.22 
2.00 
2.44 
2.22 
2.33 
2.22 
1.89 
1.89 
1.56 
2.33 
2.44 
1.44 
1.67 
2.00 
1.89 
1.67 
1.89 
2.11 
2.00 
1.44 
1.56 
2.44 
1.78 
2.00 
1.22 
2.89 
2.50 
4.17 
1.50 
3.50 
2.83 
3.33 
3.33 
4.33 
3.17 
3.33 
3.17 
2.83 
3.50 
3.33 
4.17 
3.17 
3.00 
2.67 
4.00 
2.17 
2.83 
2.67 
2.50 
2,83 
3.83 
2.33 
2.33 
4.17 
2.67 
3.83 
3.83 
2.00 
3.00 
4.50 
2.67 
2.83 
3.00 
3.67 
3.67 
2.33 
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Level 
four 1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 
31 
32 
33 
34 
35 
36 
37 
38 
39 
40 
3.11 
1.89 
2.22 
3.33 
2.89 
3.44 
2.56 
2.78 
2.33 
2.89 
2.89 
2.44 
2.56 
2.89 
3.00 
2.56 
3.78 
2.78 
3.11 
3.22 
3.11 
2.44 
2.22 
2.67 
2.67 
2.56 
2.56 
3.00 
2.89 
2.56 
2.89 
3.78 
2.78 
233 
3.22 
3.00 
2.11 
2.78 
2.67 
2.89 
3.21 
3.14 
3.00 
4.14 
3.07 
3.50 
2.93 
4.00 
2.64 
3.07 
3.07 
2.93 
3.86 
2.71 
3.00 
3.29 
3.43 
3.64 
3.14 
3.50 
2.57 
3.64 
2.36 
3.50 
2.21 
2.86 
2.93 
2.57 
3.21 
2.93 
3.29 
3.36 
2.43 
3.29 
2.79 
3.64 
2.57 
3.21 
2.93 
3.21 
3.83 
3.17 
3.50 
3.17 
3.50 
4.17 
3.83 
3.17 
2.83 
3.50 
4.67 
3.50 
2.83 
4.33 
3.00 
3.67 
3.83 
2.83 
2.50 
3.50 
3.17 
2.17 
3.00 
2.83 
3.67 
3.33 
3.50 
3.50 
3.50 
2.83 
2.50 
3.83 
2.67 
2.67 
2.33 
3.67 
2.67 
3.00 
4.50 
4.17 
3.56 
3.11 
3.44 
3.67 
3.00 
4.11 
3.78 
3.89 
3.11 
3.00 
3.44 
1.89 
4,22 
3.11 
2.44 
4.44 
3.89 
4.11 
3.33 
4.00 
4.44 
3.67 
3.56 
3.22 
2.78 
3.44 
3.11 
3.78 
4.44 
3.44 
3.56 
2.56 
2.89 
3.78 
4.33 
4.67 
3.22 
4.22 
2.89 
4.56 
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